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The purpose of this study was to examine the problem of instructing English learners in a 
rural Louisiana district. The following questions guided this study: (1) How do the teachers 
perceive their pre-service and in-service training for English learners?, (2) How do the teachers 
perceive their ability to implement culturally responsive pedagogical practices for English 
learners?, (3) How do the teachers perceive the district’s approach to tangible, informational, and 
emotional supports for English learners?, and (4) What are the teachers’ perceptions, if any, of 
sociocultural inequities faced by English learners? And how, if any, do these sociocultural 
inequities affect the quality of education for English learners? Semi-structured interviews were 
conducted with five participants in “Woodland Parish,” representing 1/3 of the high school 
English teachers in the district. Instructional artifacts were collected to establish internal validity. 
Analysis of the data indicated an overall lack of ESL training as well as support, a 
misunderstanding of best practices for English learners, and a racially complex perspective on 
cultural integration. This study indicated that little progress has been made to recognize English 
learners and to provide tools for them to succeed in Woodland Parish. Additionally, teachers in 
this district still have to overcome their social, cultural, and institutional barriers in order to 
establish quality education for their ESL population.   
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CHAPTER I. INTRODUCTION 
The current body of research in ESL covers many modes of scholarly inquiry from case 
study research to quantitative data analysis, the majority of which indicates that teachers across 
the United States are not prepared to meet the specific needs of English learners (ELs) 
(Ballantyne, Sanderman, & Levy, 2008; Durgunoğlu & Hughes, 2010; Mitchell, 2017; Scanlon 
& Lopez, 2012). This is an alarming issue when we consider that there are currently 5 million 
ELs in U.S. public schools (Bialik, Scheller, & Walker, 2018). As of 2016, 5% of immigrants to 
the United States were school-aged children and adolescents (Zong, Batalova, & Hallock, 2018). 
However, not all ELs are immigrants. According to a study by the Migration Policy Institute, of 
the “2.3 million children who [were ELs in 2013], 23 percent were foreign born. The remaining 
77 percent (1.8 million) were U.S. born, with 77 percent (1.4 million) having at least one 
immigrant parent” (Zong & Batalova, 2015, para. 26). The research is limited, however, in that 
the majority of it has been conducted in states such as California, Texas , Florida, New York, 
Illinois, Colorado, Washington, and North Carolina, which account for over two-thirds of the 
ELs enrolled in U.S. public schools (Ruiz Soto, Hooker, & Batalova, 2015a). However, the 
patterns of immigration and the EL population are beginning to expand beyond the borders of 
these states as first- and second-generation Americans are migrating across the United States to 
find work, join their families, and establish their own roots in their adopted country.  
As a neighbor of Texas, Louisiana is beginning to experience significant growth in EL 
enrollment in public schools. According to the Louisiana Department of Education ([LDOE], 
2019), ELs comprise 3.49% of the school-aged population, reflecting a steady growth trend that 
will likely continue on its upward trajectory. Currently, the majority of ELs and their families are 
concentrated in the southeastern metropolitan areas of Jefferson Parish, a suburb of New Orleans, 
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and East Baton Rouge Parish (EBR), home of the state’s capital of Baton Rouge. However, this 
increase in ELs is not exclusive to urban areas. The influx of ELs and the diaspora of Hispanic 
immigrants in particular is becoming evident in the surrounding rural parishes of southeastern 
Louisiana, giving rise to the possibility of substantial growth in these areas over the next ten 
years. This is apparent in St. Mary Parish, located to the southwest of Jefferson Parish, which has 
seen growth in ELs from 2.05% in 2006-2007 to 5.78% in 2018-2019, as well as in St. Bernard 
Parish bordering Orleans Parish to the south, which grew substantially from 0.03% ELs in 2006-
2007 to 5.39% in 2018-2019 (LDOE, 2019). As shown in Appendix A, 63 of the 69 public school 
districts in Louisiana have experienced an increase in ELs in public schools between October 
2006 and October 2018 (LDOE, 2019). 
While there is a general awareness of the growing population of ELs in southeast 
Louisiana, few institutions in the parishes surrounding Jefferson and EBR understand the 
struggles that teachers undergo to meet the needs of their ESL students. This study examines the 
institutional, cultural, and social barriers of Louisiana ESL education from the standpoints of 
teachers in a rural school district where the EL population is poised to grow significantly in the 
next decade, thereby shedding light on the quality of education for what appears to be a 
migration of language-minority students throughout a state where race and socioeconomic status 
(SES) are highly influential in education policy. 
Statement of the Problem 
In southeast Louisiana, language-minority students have come into the spotlight only 
within the last five years, making considerations for ELs a new imperative in districts where the 
long-existing Black/White racial divide and the gulf between wealth and poverty still inform 
educational policy. It is therefore necessary to fill this gap in ESL research by exploring the 
       
 
3 
unique combination of factors that characterizes the culture and education systems in southeast 
Louisiana through the specific experiences of teachers of ELs in Louisiana’s school districts. In 
December 2017, the LDOE initiated a plan to address the educational equity gaps among 
traditionally underserved populations, including ELs; however, the ELs addressed in the plan’s 
data are restricted to elementary schools. This glaring omission in the data indicates a high need 
for ESL services in the secondary setting, but most of the LDOE’s data and services for high 
school students focus on the students of color and the economically disadvantaged. This 
emphasis is not necessarily a dismissal of high school ELs; rather, it is a direct result of 
Louisiana’s continuing struggle to overcome its primary problem of racism and poverty. 
Indeed, the majority of school districts in the state of Louisiana do not have the 
infrastructure to meet the needs of ELs. This problem is further exacerbated in the secondary 
setting, where ELs must learn not only functional and social English, but also content 
knowledge, academic terminology, and layered, metaphorical meaning (Bohon, McKelvey, 
Rhodes, & Robnolt, 2017; Chamot & O’Malley, 1994; Collier, 1987; Echevarría, Vogt, & Short, 
2013). Few Louisiana teacher preparation programs devote considerable time to culturally 
responsive pedagogy and ESL literacy practices in the training of pre-service educators, and 
teachers are not required to obtain ESL add-on certification in order to teach ELs in a 
mainstream classroom. Those who do complete the add-on certification process do so at their 
own expense and with no increase in salary. Moreover, findings from the previous pilot study 
exploring the professional experiences of teachers in an urban Louisiana parish indicated not 
only institutional impediments to effective ESL instruction, but also cultural and social barriers 
that prevented an equitable academic environment for ELs (Butcher, 2018).  
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Quantitative explorations of standardized test scores and the number and types of ESL 
services in each school district might offer some insight into the success of ESL education in 
Louisiana, but they would fail to reveal the human component which cannot be described by 
data. It is not enough to say that teachers are unprepared for ESL services, as the wealth of 
research proclaims this a foregone conclusion; rather, it is necessary to find out why teachers 
struggle with ESL and how they navigate these obstacles.  
Pilot Study 
 This study is founded on a previously published pilot study of educators in one of the 
fastest growing ESL areas of the state (Appendix B). This study investigated the teachers’ 
perspectives on their training for ESL education and ultimately shed light on the problem of race 
as that which uniquely characterizes Louisiana among the states that struggle with establishing 
an ESL infrastructure. 
During my doctoral coursework, I researched cases of two English teachers from a 
suburban public school in “Fleur de Lis Parish” (Butcher, 2018). The purpose of this research 
was to examine the phenomenon of Louisiana high school teachers of ELs and gain insight on 
their experiences. The research questions guiding this study were (1) How do these teachers 
address the needs of their ELs?; (2) What support do these teachers receive in teaching ESL 
students?; and (3) What are these teachers’ thoughts on teacher preparation for ESL instruction?  
The first participant was “Rachel,” a White female who possessed Louisiana ESL add-on 
certification and who taught a large group of ELs in a self-contained L1/L2 environment. Rachel 
was chosen for her perspective as an experienced ESL teacher who worked solely with ELs in a 
suburban high school English class. The second participant was “Elizabeth,” a White female who 
taught in a traditional English class and did not possess ESL add-on certification. Elizabeth was 
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chosen for the pilot study because she was a new teacher who had no previous experience with 
ELs and had to accommodate them in a mainstreamed classroom (Butcher, 2018).  
Using a cross-case examination strategy of the participants’ semi-structured interviews, 
the study found that Rachel, who had completed ESL training, felt much more confident in her 
instruction of ELs than Elizabeth, who had not had ESL training. Both considered ESL training 
necessary for teachers; however, both expressed a sense of frustration with their ability to 
conduct effective ESL instruction. Rachel complained of a lack of support from her peers who 
did not understand how to help ELs as well as a lack of access to classroom resources for her 
learners. Elizabeth also lamented being unable to support her ELs and described her in-service 
ESL training as consisting of one email each school year reminding teachers of the rights of ELs 
(Butcher, 2018).   
The one unexpected theme to arise from this study was the issue of race (Butcher, 2018). 
During their interviews, both participants mentioned that their initial teacher certification 
programs only addressed multiculturalism in the relationship between Blacks and Whites. At 
most, Elizabeth’s coursework discussed incorporating holidays and literature for many cultures, 
but it did not spend a substantial amount of time going beyond the superficial. This theme 
redirected my research to examine the effect of race on Louisiana ESL education. I refined my 
research instrument and conducted a second study of the same metropolitan parish, interviewing 
three different teachers from suburban and urban schools and developing codes, categories, and 
themes (see Appendices C and D). Then I compared and contrasted the findings of this research 
with those of my original pilot study (Butcher, 2018). The following reports the results: 
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Cultural Barriers  
On the administrative level, school equity focused on the relationship between Blacks 
and Whites. Some teachers did not feel responsible for incorporating ESL strategies into the 
classroom, while other teachers tried to incorporate multicultural literature for ethnic minority 
students (Hispanic, Arab, Asian), but Black/White students were not interested (Butcher, 2018). 
Teacher Training for ESL 
Four out of five teachers reported university coursework did not emphasize 
multiculturalism. The one teacher who did feel his university coursework adequately prepared 
him for ELs graduated from a university in Florida. Most participants also felt their university 
coursework did not delve into ESL literacy practices. All stated their current in-service ESL 
training did not offer pragmatic solutions. Those with add-on certification felt it helped them, but 
the two who did not teach in a self-contained ESL class reported that they lost their effectiveness 
without continued training (Butcher, 2018). 
Classroom Struggles 
All participants complained of their schools’ emphasis on standardized testing. Three said 
they felt pressured to stick to canon literature and avoid multicultural content since it does not 
appear on the standardized test. One participant mentioned that now that English learners at level 
1 and 2 do not have to take high stakes tests, many teachers keep their attention on the rest of 
their students, leaving ELs to fade into the background. Other areas of discussion included lack 
of classroom ESL tools; feelings of unpreparedness, isolation, inadequacy, and failure for 
teachers; and daily teaching stress leading to forgetting about ESL students (Butcher, 2018). 




Throughout metropolitan and suburban areas in southeast Louisiana, educators are 
vigilant regarding the Black/White dichotomy in education, yet school districts continue to 
struggle with the prevalent racism embedded in the state’s social structure. Much of the 
administrative attention in both the school and district levels focuses on dealing with the 
Black/White power struggle, oftentimes emphasizing multiculturalism through this particular 
path and neglecting the needs of other minority students and ELs who comprise the tapestry of 
multicultural learners in the state. Therefore, the teacher efficacy model (Bandura, 1977, 1982, 
1984, 1997; Gibson & Dembo, 1984; Tschannen-Moran & MacFarlane, 2010; Tschannen-Moran, 
Woolfolk Hoy, & Hoy, 1998), culturally responsive pedagogy (Aronson & Laughter, 2016; 
Brown-Jeffy & Cooper, 2011; Gay, 2004, 2013, 2018; Ladson-Billings, 1995; McGee Banks & 
Banks,1995; Nieto, 1999, 2012, 2013), critical race theory of education (Ladson-Billings & Tate, 
1995; Sleeter, 2012, 2017), and social capital theory (Acar, 2011; Bourdieu, 1986; Coleman, 
1986, 1988, 1990; Dika and Singh, 2002; Narayan & Cassidy, 2001; Putnam, 1993, 2000; 
Woolcock, 1998) served as effective lenses through which to interpret the data.  
Teacher Self-efficacy 
The central concept of teacher self-efficacy (Bandura, 1977, 1982, 1984, 1997; Gibson & 
Dembo, 1984; Tschannen-Moran & MacFarlane, 2010; Tschannen-Moran, Woolfolk Hoy, & 
Hoy, 1998) is that a teacher’s ability to be effective has a strong correlation with the teacher’s 
belief in their ability to be effective. In this study, participants reflected upon their concept of 
self-efficacy as it relates to their pre-service and in-service training and their ability to address 
their ELs’ needs. 
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Culturally Responsive Pedagogy 
Culturally responsive pedagogy (Aronson & Laughter, 2016; Brown-Jeffy & Cooper, 
2011; Gay, 2004, 2013, 2018; Ladson-Billings, 1995; McGee Banks & Banks,1995; Nieto, 1999, 
2012, 2013) encourages students of diverse backgrounds to excel in their learning by promoting 
their unique cultural strengths within the classroom. In this study, participants reflected upon 
their training in culturally responsive pedagogy and their efficacy in using this method for their 
ELs.  
Critical Race Theory of Education 
Critical race theory of education (Ladson-Billings & Tate, 1995; Sleeter, 2012, 2017) 
explores how critical race theory (Bell, 1976, 1980, 1995; Crenshaw, 1988; Delgado, 1984, 
1992; Freeman, 1978; Crenshaw, Gotanda, Peller, & Thomas, 1995) applies in the field of 
education; specifically, how racism is manifested in education and how it can be confronted. This 
study incorporated critical race theory of education by delving into the sociocultural background 
of Louisiana and its influence on the academic environments in which ELs must negotiate 
learning.  
Social Capital 
Social capital theory (Acar, 2011; Bourdieu, 1986; Coleman, 1986, 1988, 1990; Dika and 
Singh, 2002; Narayan & Cassidy, 2001; Putnam, 1993, 2000; Woolcock, 1998) scrutinizes how 
relationships between members of a community can influence a person’s value in that 
community and their access to resources. Social capital can be expanded include economic 
capital, cultural capital, and symbolic capital. This study explored social capital as a factor in the 
ELs’ access to educational resources. 




The interrelationships among these theoretical lenses provided a multifaceted perspective 
through which to examine the data in this study. By combining these frameworks, this study 
moved beyond the simplistic observation that teachers are not prepared for their ELs. Instead, it 
shed light on the complex subjective experiences of educators in a rural Louisiana public school 
system which historically has neglected or oppressed people of color and is only now beginning 
to address the need for effective ESL instruction.  
Rationale for Terms 
The accepted terms used to signify subsets of the world’s population are in a state of 
constant fluidity due to the complexity of racial categorization, changing concepts of identity, 
and shifting political views. The terms used to identify ethnic, racial, and linguistic groups in this 
study reflect the currently accepted terminology in the state of Louisiana.  
The term “English learner” (EL) refers to students in public education whose primary 
language is not English. “ESL” is the official term for all educator-, student-, and family-related 
services that are provided for ELs. The term “Hispanic” is used to refer to the populations of 
Central and South American immigrants in Louisiana who share a common language. Similarly, 
“Arab” refers to the students from Middle Eastern countries (also known as West Asia) where 
Arabic is the primary language. “Black” refers to the U.S. ethnic groups that trace their ancestry 
to Africa or the Caribbean. The term “African-American” is beginning to fall out of favor due to 
its exclusion of non-Hispanic Black Caribbean people and ethnically White people who are from 
the continent of Africa. “White” refers to light-skinned people of European, Caucasian, or 
Mediterranean descent, and “Asian” denotes people from the Indian subcontinent and east, south, 
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and southeast Asia, as this is the way they are grouped in the U.S. Census. Anecdotes regarding 
students specify language, nationality, and/or ethnicity as needed for elucidation. 
It is important to note that these are broad terms that do not encompass the true diversity of 
immigrants in Louisiana. For example, the indigenous Maya from Mesoamerica fall under the 
Hispanic category if they are able to speak or understand Spanish despite the fact that their 
primary language is one of the 32 dialects of Mayan. Indeed, participation in the mainstream 
Hispanic or mestizo Hispanic cultures of Mexico, Guatemala, and Honduras could encourage 
them to identify with the broader Hispanic label in the United States. Definitions for the racial, 
linguistic, and academic terminology used in this study are outlined in Table 1. 
Table 1. Racial, Linguistic, and Academic Terminology 
Term Definition 
Arab 
People from the Middle East (or West Asia) who are grouped by 
a shared ethno-linguistic heritage; not to be confused with 
Muslims, although many Muslims are Arabs 
Asian People who originate in east and southeast Asian countries 
Black 
Broad racial term for people who identify as ethnically African 
or Black Caribbean (non-Hispanic); most recently known as 
“African-American” 
English learner (EL) 
A person whose primary language is something other than 
English and who is in the process of learning to read, speak, 
write, and understand English; also known as “English language 
learner” (ELL)  
English as a second 
language (ESL) 
Term used in Louisiana to denote the teaching of English 
learners; also known as ESOL (English speakers of other 
languages) or EFL (English as a foreign language) 
Hispanic People of Spanish-speaking Latin-American or Spanish descent 
White Broad racial term for light-skinned people who identify as ethnically European, Caucasian, or Mediterranean 
Note: These terms are working definitions I have developed as a result of synthesized and inferred 
knowledge gleaned during the course of my research. 
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Purpose of the Study 
The purpose of this study was to expand upon the findings of the pilot study by exploring 
the problem of ESL education in a rural Louisiana school district. Consistent with the findings of 
the pilot study, this study demonstrates the participants’ struggles with ESL training, self-
efficacy, and culturally responsive pedagogy. However, it adds depth and complexity to the pilot 
study by representing the participants’ perspectives on the influence of race and culture in 
Louisiana education and by depicting the variances in the expression of these themes. This 
investigation was accomplished through the following approaches: (1) analyzing the experiences 
of high school teachers who instruct ELs within an integrated, mainstream classroom, (2) 
assessing the teachers’ confidence regarding their ESL training and using culturally-responsive 
literacy practices, (3) examining teachers’ insights into racial or ethnic bias in their existing 
English curricula, and (4) determining the teachers’ perceptions of the quality of education for 
the ELs they serve.  
Research Questions 
The following questions guide this study: 
1. How do the teachers perceive their pre-service and in-service training for ELs? 
2. How do the teachers perceive their ability to implement culturally responsive 
pedagogical practices for ELs? 
3. How do the teachers perceive the district’s approach to tangible, informational, and 
emotional supports for ELs? 
4. What are the teachers’ perceptions, if any, of sociocultural inequities faced by ELs? 
And how, if any, do these sociocultural inequities affect the quality of education for 
ELs?   
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CHAPTER II. REVIEW OF LITERATURE 
The problem of preparing teachers to educate ELs using effective literacy practices is 
relatively new to Louisiana. Traditionally, teacher education programs in the state have 
emphasized multiculturalism to address the needs of Black minority students, often failing to 
address students of other races, ethnicities, and language-minorities. This review of literature 
begins with the theoretical foundations which informed my research: teacher self-efficacy, 
culturally responsive pedagogy, critical race theory in education, and social capital. Then, in 
order to establish the greater context for the embedded units within this case study, I examine the 
sociocultural background of Louisiana, the historical foundations of ESL education, and the 
culture of education for ELs as it currently exists in the United States. Finally, I survey 
academically-researched ESL teacher training programs as well as research on teacher and 
administrator self-efficacy regarding ELs.  
Theoretical Lenses 
 As part of a rapidly growing field of research, Louisiana ESL education is a complex 
phenomenon that requires a multifaceted approach to understanding it. Consequently, for this 
research, I have joined the teacher efficacy model (Bandura, 1977, 1982, 1984, 1997; Gibson & 
Dembo, 1984; Tschannen-Moran & MacFarlane, 2010; Tschannen-Moran, Woolfolk Hoy, & 
Hoy, 1998) with the conceptual frameworks of social capital (Acar, 2011; Bourdieu, 1986; 
Coleman, 1986, 1988, 1990; Dika and Singh, 2002; Narayan & Cassidy, 2001; Putnam, 1993, 
2000; Woolcock, 1998), critical race theory of education (Ladson-Billings & Tate, 1995; Sleeter, 
2012, 2017) and culturally responsive pedagogy (Aronson & Laughter, 2016; Brown-Jeffy & 
Cooper, 2011; Gay, 2004, 2013, 2018; Ladson-Billings, 1995; McGee Banks & Banks,1995; 
Nieto, 1999, 2012, 2013) as the theoretical foundations which underpin this study.  




Research in teacher self-efficacy is based on the social cognitive research of Bandura 
(1977, 1982, 1984, 1997) which postulates that behavior is influenced by outcome 
expectations—the belief that specific actions will lead to a particular result—and efficacy 
expectations—the belief in one’s ability to perform a behavior successfully. Ashton and Webb 
(1982, 1986) related this concept specifically to teaching, exploring the ideas of general teaching 
efficacy and personal teaching efficacy. General teaching efficacy reflects a teacher’s confidence 
in the level of influence teachers have, while personal teaching efficacy reflects a teacher’s 
confidence in his or her own abilities. Gibson and Dembo (1984) then developed a questionnaire 
instrument in order to quantify these domains into a valid and reliable measurement. From this, 
Tschannen-Moran, Woolfolk Hoy, and Hoy (1998) developed the teacher efficacy model, which 
advances the cyclical elements of what makes a teacher an effective educator. This framework, 
which underpins Tshannen-Moran and MacFarlane’s (2010) research in teacher self-efficacy in 
the English language arts classroom, indicates a strong connection between a teacher’s sense of 
self-efficacy and dynamic pedagogical practices which result in student success (Tschannen-
Moran, Woolfolk Hoy, & Hoy, 1998).  
Culturally Responsive Pedagogy 
 Many scholars have theorized the importance of multiculturalism in education in our 
increasingly diverse nation. Indeed, the frameworks surrounding culturally responsive pedagogy 
fully explore the significance of recognizing the value of multiple cultural perspectives in 
education and implementing constructivist approaches that allow students to integrate their 
cultural understandings into their academic experiences (Aronson & Laughter, 2016; Brown-
Jeffy & Cooper, 2011; Gay, 2004, 2013, 2018; Ladson-Billings, 1995; McGee Banks & Banks, 
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1995; Nieto, 1999, 2012, 2013). Ladson-Billings (1995) developed her theory of culturally 
relevant pedagogy based on qualitative grounded research in a predominantly African-American 
school where her findings established the need for education that encourages students to succeed 
in school while maintaining cultural integrity. This theory conceptualized multiculturalism in 
what is now the traditional view of race and ethnicity; however, Gay (2004, 2013, 2018) 
expanded this concept of culturally responsive teaching to include all aspects that encompass an 
individual’s culture and encouraged educators’ awareness of their own cultural leanings to 
enhance their reflective practice.  
Other theorists pushed beyond the constructivist paradigm to focus on the social justice 
aspects of culturally responsive pedagogy. McGee Banks and Banks (1995) called for a greater 
revisioning of school culture and curriculum through equity pedagogy, which employs culturally 
relevant pedagogical practices as a means to perpetuate a socially just, democratic society. 
Similarly, Nieto (1999, 2012, 2013) examined the sociopolitical and sociocultural contexts of 
learning which, under traditional educational approaches, marginalize students from non-
privileged backgrounds. Ultimately, these theorists influenced Brown-Jeffy and Cooper’s (2011) 
conceptual framework of culturally relevant pedagogy, which combines the pedagogical theory 
of Ladson-Billings (1995) and Gay (2004,2013,  2018) with the equity pedagogy of McGee 
Banks and Banks (1995) and Nieto (1999, 2012, 2013) to address the needs of the whole child 
through an affirmation of diversity and cultural heritage as well as an emphasis on building a 
caring, relational bridge between home, school, and community. Finally, Aronson and Laughter 
(2016) developed the work of Gay and Ladson-Billings into the culturally relevant education 
(CRE) conceptual framework, synthesizing research studies into a schematic that connects 
characteristics of CRE to measurable student outcomes. 
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Critical Race Theory in Education 
 Building upon the tenets of critical race theory (Bell, 1976, 1980, 1995; Crenshaw, 1988; 
Delgado, 1984, 1992; Freeman, 1978; Crenshaw, Gotanda, Peller, & Thomas, 1995) Ladson-
Billings and Tate (1995) developed the concept of critical race theory in education, which is 
founded on the concepts that “race continues to be a significant factor in determining inequity in 
the United States, U.S. society is based on property rights, and the intersection of race and 
property is a tool through which we can understand social (and, consequently, school) inequity” 
(Ladson-Billings & Tate, 1995, p. 48). Because racism is endemic to American life, it has a 
strong effect on the quality of education in public schools (Ladson-Billings & Tate, 1995). While 
desegregation laws like Brown v. Board of Education of Topeka, Kansas (1954) have attempted 
to provide better educational opportunities for minorities, they have actually increased White 
flight to suburban areas and private schools (Ladson-Billings & Tate, 1995). Studies have 
demonstrated the privilege of Whites as the sole owners and dispensers of property—which 
Harris (1993) argues is a remnant of slavery—in academic systems where school success is 
linked to the White students’ choice to remain in the program, while the Black and Hispanic 
students continue to be subordinated, to be served poorly, and to suffer increasing suspension, 
expulsion, and dropout rates (Ladson-Billings & Tate, 1995; Lomotey & Staley, 1990). Thus, 
critical race theory in education critiques the current paradigm of multiculturalism reforms as 
something that “attempts to be everything to everyone and consequently becomes nothing for 
anyone, allowing the status quo to prevail” (Ladson-Billings & Tate, 1995, p. 62). In this theory, 
moderation in multicultural education, like moderation in civil rights law, allows hegemonic 
subversion to the benefit of Whites (Ladson-Billings & Tate, 1995). 
       
 
16 
 The Whiteness of education, and teacher education in particular, reflects the tenet of 
critical race theory in education that racism is endemic, institutional, and systematic. Although 
the demographics of the United States are transitioning to a more diverse population, studies 
have shown that the teacher workforce, including pre-service educators, has remained 
overwhelmingly White and female (Ford & Quinn, 2010; Gollnick & Chinn, 2013). Significant 
work has been done by Sleeter (2012, 2017) regarding the racial composition of K-12 teachers as 
well as university faculty involved in teacher education: in 2012, 82% of United States teachers 
identified as White, and in 2016, approximately 80% of pre-service teachers in universities 
identified as White. Under the guidance of a teacher education faculty that is also predominantly 
White, these cohorts prepare to serve a student population that is racially and ethnically diverse 
by taking “a course or two (often a foundation course) on multicultural education, culturally 
responsive pedagogy, teaching English language learners, or social justice teaching” (Sleeter, 
2017, p. 156). Although research is being conducted in this field, the fact that there is 
comparatively little theory regarding race in teacher education indicates that racism is 
fundamental and pervasive in the United States education system (Ladson-Billings & Tate, 1995; 
Milner, Pearman, and McGee, 2013; Sleeter, 2012, 2017). 
Social Capital 
The concept of social capital (Acar, 2011; Bourdieu, 1986; Coleman, 1986, 1988, 1990; 
Dika and Singh, 2002; Narayan & Cassidy, 2001; Putnam, 1993, 2000; Woolcock, 1998) is 
multifaceted and continually evolving. The simplest definition of social capital is “the links, 
shared values and understandings in society that enable individuals and groups to trust each other 
and so work together” (OECD, 2007). Bourdieu (1986) introduced the concept of capital as 
necessary for a fully-functioning society, dividing this concept into economic capital, cultural 
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capital, and social capital. Economic capital encompasses monetary possession or anything that 
is easily converted into money, such as income, savings, tangible and liquid assets, and property 
rights (Bourdieu, 1986). Cultural capital is created and developed through the symbolic elements 
(embodied, objectified, or institutionalized) one obtains as a result of membership in a social 
class. This includes everything from a person’s expressed values to their possessions to their 
educational attainment (Bourdieu, 1986). Social capital, at its core, is membership in a group, 
and the volume of social capital is directly related to the size of the network/number of 
connections an individual possesses (Bourdieu, 1986). Closely linked to these forms of capital is 
symbolic capital, which is the honor, prestige, reputation, awards, diplomas, or other signifiers 
which mark the supremacy of one’s capital (Bourdieu, 1986). His conceptualization of social, 
cultural, and economic capital explores complex sociological theories that link capital to class 
stratification; that is, a person’s social caste determines the amount and type of capital available 
to them, and that the elite classes remain in power because of this system (Bourdieu, 1986).    
Like Bourdieu (1986), Coleman (1986, 1988, 1990) applied the economic concept of 
capital to define how a society functions. However, unlike Bourdieu (1986), Coleman (1986, 
1988, 1990) viewed social capital as a tool to be used for the benefit of society, rather than a 
signifier of unequal power distribution. For Coleman (1986, 1988, 1990), social capital binds the 
community members—or actors—embedding them into a symbiotic relationship network that 
results in a well-functioning society. Similarly, Putnam (1993, 2000) described social capital as a 
network of civic engagement that enables social action and, ultimately, democracy. He explains 
that strong family units, fellowship among America’s ethnic communities, and well-nourished 
grassroots organizations are all ways to build social capital despite the class system, going 
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beyond social programs to enhance individual opportunities and instead developing a social 
infrastructure which advances the community and all those within it.  
Due to the complex and sometimes conflicting characteristics of social capital, many 
researchers have attempted to identify the unified conceptual framework which binds it. 
Woolcock (1998) defined four views of social capital based on the actors their perspectives: 
communitarian, network, institutional, and synergy. Narayan and Cassidy (2001) organized a 
model of social capital by breaking the overarching concept into seven primary dimensions: 
group characteristics, generalized norms, togetherness, everyday sociability, neighborhood 
connections, volunteerism, and trust.  
Dika and Singh (2002) and Acar (2011) bridged the theory of social capital to education, 
examining how student development is shaped by social capital in the family, the school, and the 
community. Dika and Singh (2002) found a significant positive relationship between social 
capital and school attainment/achievement. Acar (2011) concluded the benefits of social capital 
in education are higher achievement in standardized test scores, higher graduation rates, lower 
dropout rates, higher college enrollment, and greater participation in school and community 
organizations. 
Sociocultural Background of Louisiana 
Despite a rich cultural history that infuses the traditions of many races and nationalities, 
the ethnic landscape of Louisiana is often painted with a Black-and-White brush. This perception 
is due to ongoing racial tensions which are deeply rooted in the state’s past as part of the 
Confederacy, its antebellum role as a slave market, and the struggles of Black men and women 
during the Civil Rights Movement. Indeed, there is much to consider, as the year 2016 initiated a 
new wave of race-related violence and verbal warfare in Louisiana through hate crimes, police 
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brutality, attacks on police, racial profiling, and heated arguments over Confederate monuments. 
The Alton Sterling shooting in Baton Rouge on July 5, 2016, which came on the heels of several 
national cases of police officers killing Black men, drew attention to the history of police 
brutality complaints in Baton Rouge and shed light on a thinly-veiled culture of racism and 
separatism (DeBerry, 2016). At first, this event sparked peaceful protests and began a necessary 
racial dialogue; however, it soon led to the shooting of six Baton Rouge police officers by Gavin 
Long, an extremist in the Black separatist movement who sought vengeance on all law 
enforcement for the deaths of Black men (Visser, 2016). Three of the officers, one of whom was 
Black, were killed.  
These events, and others like them, reflect the Us-versus-Them, Black-versus-White 
dichotomy that pervades the majority of Louisiana’s social and political structure. School 
segregation, which was outlawed after the Brown v. Board of Education of Topeka, Kansas 
(1954) ruling, still exists in some areas of the state as a result of unenforced desegregation. As 
recently as January 2017, three elementary schools in St. James Parish were scheduled for 
desegregation in fulfillment of a case that dates to 1965 (Associated Press, 2017a). Although 
public schools in Louisiana are not segregated by law, they are often segregated by unwritten 
social contract. In the capital city of Baton Rouge, for example, the so-called “Mason Dixon 
line” railroad tracks that divide the city act as a line of demarcation between the predominantly 
Black neighborhoods of north Baton Rouge and the predominantly White neighborhoods of 
south Baton Rouge (Hennessy-Fiske, 2016).  
Racially-driven SES also factor in this divide. Where north Baton Rouge is inner city and 
poverty-stricken, south Baton Rouge is a land of suburban sprawl, housing the middle class and 
wealthy population of the city. Due to their low SES, the north Baton Rouge public high 
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schools—with the exception of Baton Rouge Magnet High School—are generally low-
performing institutions, while south Baton Rouge is made up of one public high school, one 
charter high school, and several private high schools which demonstrate generally higher scores 
on standardized tests such as the ACT (Williams, 2015). This geographical dichotomy of 
North/South, Black/White, Poor/Wealthy led the large, unincorporated area of south Baton 
Rouge to petition to break away from Baton Rouge proper in 2013 in an effort to create the City 
of St. George. Proponents for the City of St. George argued they “represent more than two-thirds 
of [East Baton Rouge Parish’s] tax base but only about one-third of its expenditures” (“About 
Us,” 2015, para. 2), their main talking point being a better public school system which would see 
more of their tax dollars (Barlow, 2015). Others have claimed that safety is a key component in 
their choice to break away, citing increased violence in EBR schools as their provocation 
(Jenkins, 2013). Detractors claimed the breakaway movement was little more than White flight, 
and that the loss of revenue would spell disaster for the city of Baton Rouge and the children in 
its school system (Barlow, 2015). EBR Judge Wilson Fields ruled against the petition in 2015, 
which secured the geographical unity of Baton Rouge but boosted the trend of suburban 
migration out of EBR and into surrounding districts such as Livingston and Ascension (Lane, 
2015). 
Even small towns and farming communities in rural Louisiana exemplify the 
Black/White dichotomy and the socioeconomic divide. In St. Martinville, “an old plantation 
town set amid the sugar cane fields and bayous of southern Louisiana” (Hauslohner & Guskin, 
2017, para. 16), the town is segregated in every way possible. Geographically, the town’s Main 
Street separates the predominantly White northern half of town from the predominantly Black 
southern half. Economically, all in the town are suffering after the closure of two nearby sugar 
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mills and the Fruit of the Loom factory, but the Black residents, who make up 63% of the town, 
live in poverty at more than double the rate of the White residents, who comprise 35% of the 
town (Hauslohner & Guskin, 2017). The students are largely segregated by the White residents 
sending their children to private institutions, while the Black residents send their children to 
public school. Disturbingly, the town still holds separate White and Black proms—the Black 
prom hosted by the school, and the White prom hosted by parents (Hauslohner & Guskin, 2017).   
Regardless of motivation, segregation is a fact of life in Louisiana, and it is a primary 
consideration in public education. To combat segregation, magnet programs have been 
established with the goal of a “50/50 Black and White” ratio, and many public schools attempt a 
similar ratio by attracting students through specialized programs such as Gifted/Talented; 
Science, Technology, Engineering, and Mathematics (STEM); or visual/performing arts (T. 
Everett, personal communication, June 29, 2017). However, despite the efforts of public schools 
and magnet schools to promote success and a quality education for Black students through racial 
integration, social segregation is still on the rise, and some argue is fueled by the expansion of 
charter schools throughout the many fiscally struggling parishes. Advocates of charter schools 
claim they “provide disadvantaged students with a high-quality education, while critics say they 
siphon money out of traditional public schools” (McLaren, 2017, para. 10). Although some 
federally-sponsored charter schools were created with the stipulation that they must reflect the 
diversity ratio of the surrounding populations, other private-sector charter schools perpetuate 
segregation by maintaining a predominantly Black or White student population:  
Greater Grace [in St. James Parish] does not reflect the demographics of a parish school 
system that has been trying to diversify its classrooms for decades under a court-ordered 
desegregation plan. Of the 3,800 students in St. James Parish, roughly two-thirds are 
black and a third are white. At Greater Grace, more than 90 percent of students are black, 
giving rise to concerns that the new school has created yet another racially isolated 
setting. (McLaren, 2017, para. 30) 




It appears that in the many efforts to integrate student populations through magnet or charter 
education are met with covert opposition. Indeed, the social politics that inform the educational 
culture in Louisiana continue to emphasize rather than combat the divide between Black and 
White, wealth and poverty. 
The LDOE’s focus on solving these racial issues is necessary to improve the quality of 
education for our Black or economically disadvantaged students and to promote the development 
of an equitable society. However, it leaves educators and education leaders with very little time 
or resources to devote to the growing Hispanic, Asian, and Arab populations of students who are 
not only ethnic minorities, but often language minorities as well. Their diverse cultural 
backgrounds do not fit into the narrative of the Black-and-White Louisiana, but their struggle to 
succeed in an education system that is not designed for them is one that resonates with the tenets 
of critical race theory of education (Ladson-Billings & Tate, 1995; Sleeter, 2012, 2017). The so-
called “50/50 Black and White” ratio is actually a measure of 50% Black and 50% other, 
lumping non-Black minority students into the same category as White students, thereby “white-
washing” their identities (Barrera, 2017). For ELs, this hegemonic obfuscation of their identities 
leads to academic and psychosocial neglect in institutions which should be providing culturally 
responsive pedagogy and developmentally appropriate language instruction. 
Hurricane Katrina and the Rising Hispanic Population 
Since the influx of Central American workers during the aftermath of Hurricane Katrina 
in 2005, the concept of diversity in Louisiana has undergone a paradigm shift—particularly in 
the southeastern territories of Jefferson, Orleans, EBR, St. Tammany, and Ascension, where 60% 
of the Hispanic population growth took place (Nanna, 2011). The U.S. Census Bureau (n.d.) 
reports the Hispanic demographic of 2010 as 4.2% of the overall population of Louisiana, 
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doubling from the 2% population in 2000. The most recent approximations from 2018 estimate 
the Hispanic demographic at approximately 5% of Louisiana’s overall population (U.S. Census 
Bureau, n.d.). While the growth of this population is not as drastic as it was after Hurricane 
Katrina, it remains at a steady incline due to new births and continued immigration. Many of the 
Hispanic immigrants who arrived for the reconstruction process remained in Louisiana to 
establish a life in the United States (Grimm, 2015), and the children of these post-Katrina 
rebuilders represent a new generation of bilingual speakers in Louisiana whose primary language 
is Spanish. A second mass influx of immigrants in 2013-14 resulted from Central Americans who 
fled their homelands as refugees from gang violence and a drastic economic downturn (Williams, 
2014).  The Pew Research Center (2017) published findings from 2014 showing that 39% of the 
Hispanic population of Louisiana was foreign-born, indicating a continuous migration from 
Central and South America and a sustained growth of ELs. A significant population of itinerant 
workers has also found its way to Louisiana agricultural and seafood industries through H-2A 
employment (Ourso, 2014; Riegel 2015). As of 2018, all school districts are taking part in the 
Migrant Education: Harvest of Hope program providing services for children of migrant workers 
(LDOE, 2018). Thus, these many waves of Central and South American immigrants to Louisiana 
account for the substantial increase in the Hispanic population from 2005 to 2017 and the 
proliferation of ELs and bilingual speakers throughout the state and in Louisiana schools. 
A Diverse Asian Presence 
In the 40 years since the Vietnam War, Louisiana has become a home to many southeast 
Asian refugees and immigrants, and it is now a burgeoning destination for Chinese and Indian 
migrants. The U.S. Census Bureau (n.d.) estimates the overall Asian population of Louisiana has 
increased from 1.2% in the year 2000 to 1.5% in 2013 and again to 1.8% in 2016. The Migration 
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Policy Institute (2017) found 27.6% of immigrants to Louisiana in 2015 were foreign-born 
Asians, the largest groups being from Vietnam (13%), China (4.6%), and India (4%). In 1975 
after the fall of Saigon, many Vietnamese refugees fled to the United States and settled in New 
Orleans. Drawn by the city’s subtropical climate and proximity to water, and assisted by the 
Archdiocese of New Orleans and Catholic charities, these Vietnamese immigrants established a 
small yet influential cultural faction in Orleans Parish, Jefferson Parish, and EBR Parish (City of 
New Orleans Tourism Department, 2014). As a result of this first wave of immigrants, many 
Vietnamese have continued to move to Louisiana through family-sponsored preference channels 
or because they are related to U.S. citizens (Zong & Batalova, 2017). As of the year 2000, ethnic 
Vietnamese, both native-born and foreign-born, comprise nearly half the state’s overall Asian 
demographic (U.S. Census Bureau, n.d.). Indeed, Ruiz Soto, Hooker, and Batalova (2015b) 
report that Vietnamese is the second most-spoken language by ELs in the state of Louisiana. The 
Chinese and Asian Indian migrants also inhabit the greater metropolitan areas of New Orleans as 
well as Baton Rouge (ZipAtlas, 2017b, 2017c). While there is not a significant Asian Indian 
population of ELs in Louisiana, Ruiz Soto, Hooker, and Batalova (2015b) note there is a 
significant percentage of Chinese ELs, placing Chinese among the top five languages for ELs in 
the state.  
The Impact of the Arab World 
Like the Hispanic and Asian populations of Louisiana, the majority of people of Arab 
descent live in Orleans Parish, Jefferson Parish, and EBR Parish (ZipAtlas, 2017a). These Arab 
Americans are comprised primarily of Christian Lebanese whose ancestors fled religious conflict 
in Lebanon prior to World War II (Arab American Institute, 2011; Saloom & Turner, 1994) and 
the descendants of Saudi engineers who arrived in the 1960s and 70s as part of the expanding oil 
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industry (Neu, 2009). Today’s Arab ELs derive from the many refugees from Iraq, Palestinian 
territories, Egypt, Jordan, and Syria who moved to southeast Louisiana to escape the upheaval 
taking place in their homeland (Arab American Institute, 2011; Neu, 2009). Although the Arab 
population of Louisiana is comparatively small in number and maintains an insular nature in its 
cultural practices, Arabic ranks third in the top five most common languages spoken by ELs in 
Louisiana, surpassing Chinese and nearly overtaking Vietnamese (Ruiz Soto, Hooker, & 
Batalova, 2015b) as succeeding generations of Vietnamese residents become native English 
speakers. Due to the continued conflicts in the Middle East (also known as West Asia), it is likely 
that more Arab refugees will pursue immigration opportunities in Louisiana. 
A Tenuous Position 
As a result of the often racist social stratification and unwritten geographical segregation 
practices in the state, minority immigrants have endured ethnic prejudice in their migration to 
southeast Louisiana. Immediately after Hurricane Katrina, police harassment, threats of being 
reported to immigration, and general discriminatory attitudes toward Hispanic people pervaded 
the greater New Orleans area, a pattern of behavior which was not as common prior to the mass 
influx of Central American workers in the city’s reconstruction (Rojas, 2015). In 2013, the 
Southern Poverty Law Center filed a complaint alleging the Jefferson Parish School System had 
failed to implement its ESL programs by understaffing ESL-certified teachers and interrogating 
students regarding their citizenship status, thus creating hostile learning environments for 
Hispanic students (Tan, 2013). When the terrorist attacks of September 11, 2001 forced the Arab-
Americans out of their notoriously private communities and into public scrutiny, an 
overwhelming anti-Arab and anti-Muslim sentiment encompassed the nation (Cainkar, 2002). In 
Louisiana, although the small percentage of Arabs is often ignored, anti-Muslim actions still 
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occur. In February 2017, police investigated an anti-Muslim flyer posted at a mosque in Bossier 
City, a town in northwest Louisiana (Associated Press, 2017b). However, grassroots efforts 
among young members of the Hispanic, Vietnamese, and Arab communities have led southeast 
Louisiana residents to become more accepting of these immigrants and their cultures, resulting in 
burgeoning political alliances among minorities; collaboration among many racial, ethnic, and 
religious groups; and the election of Piyush “Bobby” Jindal, the first Indian-American governor 
in the United States (CNN Library, 2019), and Ánh Quang "Joseph" Cao, the nation’s first 
Vietnamese-American congressman (Flaherty, 2009). 
Regardless of these small advances for minorities, the greatest challenge many 
immigrants face is the threat of deportation. While fear of deportation is not a new experience 
among undocumented immigrants and refugees, tension has reached new heights after the 
election of President Donald Trump and recent calls for legislation to end Deferred Action for 
Childhood Arrivals (DACA), ban travel from certain Muslim countries, increase the refugee 
vetting process, and expand deportation efforts (Woodward, 2017).  Louisiana officials have 
been divided on Trump’s executive orders on immigration (LaRose, 2017; Stole, 2017); however, 
mounting arrests by the Immigration and Customs Enforcement (ICE) agents from the regional 
field office in New Orleans have contributed to an overwhelming sense of uncertainty among 
undocumented immigrants, even those who have obtained legal work permits and have been 
paying taxes (Mustian & Muth, 2017). In Jefferson Parish, former Sheriff Newell Normand not 
only supported the stringent enforcement of immigration law, he also has led the state in arrests 
and deportations during his tenure as sheriff (Rainey, 2017).  
The growth of painters, business owners, construction workers, and farmers from Central 
American countries like Honduras and Guatemala has caused numbers of ELs to swell in the 
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elementary and secondary schools in Jefferson and EBR, thus increasing the need for ESL 
instructors and family services for ELs (Karlin, 2016). However, it is probable that immigrants—
both authorized and unauthorized—will disperse to the surrounding rural parishes where ICE 
surveillance is less stringent and where many migrant farmers and day laborers are beginning to 
establish their families. 
Historical Foundations in ESL Education in the United States 
The current concept of ESL education is the result of social justice and civil rights 
movements throughout the 20th century. Until Brown v. Board of Education of Topeka, Kansas 
(1954), ethnic- and language-minority students attended separate schools under the Plessy v. 
Ferguson (1896) ruling that “separate but equal” school systems were constitutional. This verdict 
stood until the judges in Roberto Alvarez v. the Board of Trustees of the Lemon Grove School 
District (1931; Alvarez, 1986) and Méndez v. Westminister School District (1947) ruled in favor 
of integration of Anglo (White) and Hispanic schools, declaring segregation detrimental to 
English language development (Trujillo, 2008). These two cases, which took place in California, 
established the groundwork for future ESL legislation throughout the United States as well as 
provided support for the Civil Rights Movement of the 1960s by shedding light on the inequities 
between White and Hispanic schools and demonstrating the necessity of desegregation.  
After the passage of the landmark Civil Rights Act of 1964, the rights of ELs became 
federally-protected entitlements. This legislation outlawed discrimination based on race, color, 
religion, sex, or national origin; encouraged desegregation of public schools; and prohibited state 
and municipal government from denying equal access to public facilities (Civil Rights Act, 
1964). However, explicit instructions regarding the dispensation of services for ELs were 
necessary to help non-English speaking students who suffered from inequality in education in 
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districts which lacked funding and guidelines for ESL programs. Lau v. Nichols (1974) 
established the baseline for meeting the needs of ELs beyond providing language-minority 
students with equal access to materials. Justice William Douglass ruled the following: 
Where inability to speak and understand the English language excludes national origin-
minority group children from effective participation in the educational program offered 
by a school district, the district must take affirmative steps to rectify the language 
deficiency in order to open its instructional program to these students. (Lau v. Nichols, 
1974, para. 17) 
 
This one case resulted in a systematic overhaul of academic civil rights for ELs. The Lau 
Remedies became the standard of compliance for bilingual and ESL education, specifying 
procedures for identifying ELs, determining instructional accommodations, integrating them into 
mainstream classrooms, and establishing professional standards for teachers of ELs (Lyons, 
1995).  
Despite these advancements in legal rights for ELs, “many secondary schools historically 
placed ELLs in a non-college-bound track or in courses (e.g. P.E., Art) that do not require high-
stakes tests in order to reduce the ELL attrition rate as well as lessen the burden on content 
teachers” (Bohon et al., 2017, pp. 2–3). In the last twenty years, the United States federal 
government has taken steps to reverse this trend and set high standards for all students, including 
ELs. The enactment of the No Child Left Behind Act (NCLB) (2002) attempted to raise the 
standards for students’ content achievement, affording ELs the same academic opportunities as 
native English speakers and requiring them to take part in high stakes standardized testing 
(NCLB, 2002). Because ELs’ achievement on standardized tests became part of schools’ annual 
yearly progress, education systems began to give more attention to meeting their needs (Abedi, 
2004). While this worked well in theory, in practice this one-size-fits-all standard placed undue 
pressure on schools to improve ELs’ English proficiency at an unfair rate (Abedi, 2004).  
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Currently, the Every Student Succeeds Act (ESSA) of 2015 and the implementation of the 
Common Core State Standards (CCSS) has attempted to address the issues of ESL instruction by 
requiring multiple measures of student growth, increasing state accountability for ELs, 
continuing federal funding, temporary exclusion of testing for new ELs, and requiring extended 
reporting for ELs even after they attain proficiency (Lindahl, 2015). However, very little is 
addressed in terms of teacher professional development (PD) and training for ELs, thus missing 
the fact that “effectively teaching ELLs requires a sophisticated awareness of language and 
pedagogical practices” (Lindahl, 2015, para. 7). Beyond establishing the basic rights of ELs, ESL 
legislation is designed to improve the efficacy of instruction between teachers and their ELs, not 
simply as a means of achieving standardized test goals, but as a way to negotiate the greater 
academic needs of ELs. 
Culture of Education for ELs in the United States 
 As a minority population, ELs in the United States are often neglected in education, 
perhaps due to the lack of social capital ELs and their families have. Districts with higher 
populations of ELs allocate resources to meet their needs; but in small towns where ELs are the 
extreme minority, the ELs lack the social capital (social connections, civic involvement, family 
participation in larger society) to influence education policymaking (Acar, 2011). Funding is 
scarce in lower SES communities, leaving few resources available to be distributed to EL 
populations (Baird, 2008; Ostrander, 2015). In the past, the academic needs of ELs throughout 
the United States have been afterthoughts in both school- and district-level planning, and any 
services provided for ELs have taken place largely in elementary schools. This negligence has 
led to the well-documented achievement gap between ELs and native English speaking students 
(Ballantyne, Sanderman, & Levy, 2008; Callahan, 2005; Diaz, Whitacre, Esquierdo, & Ruiz-
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Escalante, 2013; Hegde, Hewett, & Terrell, 2016). In addition, the current anti-immigrant 
political climate makes social capital appear unobtainable to ELs and their families, resulting in 
their withdrawal from the greater community. ELs are then disconnected and disengaged from 
their learning environments, hindering their ability to learn English (Larrotta, 2019; Pratt-
Johnson, 2015) and increasing their likelihood of dropping out of secondary education (Ream & 
Rumberger, 2008). Because language itself is a form of social capital, schools must actively 
empower their immigrant students to learn English and develop social ties, thus enabling them to 
become respected and valued members of society (Nawyn, Gjokaj, Agbenyiga, & Grace, 2012).  
 However, many schools across the United States are reportedly struggling to adjust to 
their ESL populations and failing to provide ELs with quality academic services. Richmond, VA 
public schools have undercounted their EL population, resulting in a school system which is 
understaffed and underfunded (Carrington, 2019). New York state has shown an increase in 
multilingual learner and EL student dropout as well as a decrease in math and English 
proficiency for ELs (Acevedo, 2019). In Chicago, public schools have been found to be out of 
compliance with the standards they set forth for ESL education (Belsha, 2017). Even worse, the 
public schools in Providence, RI were sued by the ACLU for attempting to hide their ESL 
violations.(Cullinane, 2019). It is clear that funding, teacher preparation, pedagogy, and cultural 
integration are proving to be problematic in the national shift towards ESL education. 
Current ESL Teacher Training 
The status of ESL and bilingual education research is by no means complete. Much of 
ESL research discusses the “achievement gap” between ELs and native-English speakers 
(Ballantyne, Sanderman, & Levy, 2008; Callahan, 2005; Diaz, Whitacre, Esquierdo, & Ruiz-
Escalante, 2013; Hegde, Hewett, & Terrell, 2016), primarily emphasizing elementary and middle 
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school grades. However, the field of high school ESL instruction largely remains unexplored. 
The needs of secondary ESL students are unique to their age group, requiring depth of content-
based and academic language as well as adolescent social/emotional and cultural needs that 
distinguish high school ESL student identities. These are concerns which secondary educators 
must consider in their methodologies of teaching ELs. 
Consequences of Untrained Teachers  
Extensive research has shown that effective teacher preparation in pedagogical content 
knowledge and applicable skills has a significant impact on students’ learning (Darling-
Hammond, 2006; Kennedy, Ahn, & Choi, 2008; Kunter, Baumert, Voss, Klusmann, Richter, & 
Hachfield, 2013). Indeed, there is a strong correlation between student achievement and teacher 
“quality” as determined by pre-service education, credentialing, ongoing professional 
development, and personality factors such as intrinsic motivation (Abate-Vaughn & Paugh, 2009, 
Ascher & Fruchter, 2001; Borman & Kimball, 2005; Boyle, While, & Boyle, 2004; Collinson & 
Cook, 2000; Guskey, 2002; Mahon, 2003; Meister, 2010; Okoye, Momoh, Aigbomian, & 
Okecha, 2008; Palardy & Rumberger, 2008; Pedder, James, & MacBeath, 2005; Peske & 
Haycock, 2006; Rockoff, 2004; Vogt & Rogalla, 2009). ESL educators must have specific 
preparation to teach both language and content within a culturally-responsive atmosphere for 
ELs; however, scholarly research has only begun to establish the appropriate frameworks to help 
teachers respond to ELs’ “unique linguistic and cultural needs and to the changing classroom 
context” (Coady, Harper, & de Jong, 2016, p. 5). Additionally, as ELs are often high-poverty as 
well as ethnic minority students, they are at highest risk to experience inequitable education 
through low-quality teachers. Students who are high-poverty/ethnic minority are more likely than 
their low-poverty/ethnic majority counterparts to be assigned to classrooms where the teacher is 
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a novice, out-of-field, or uncertified (Ascher & Fruchter, 2001; Darling-Hammond, 2004; Jerald 
& Ingersoll, 2002; Peske & Haycock, 2006; Shen, Mansberger, & Yang, 2004). Underprepared 
teachers reinforce the inequity standards, leaving ELs to struggle to overcome the achievement 
gap on their own. 
Failure of best practices training. Research also suggests there is a discrepancy 
between the best practices being taught in teacher education programs and the praxis that 
supports the needs of diverse, language-minority students. Cadiero-Kaplan and Rodriguez (2008) 
found the NCLB definition of a highly qualified teacher fell short of being responsive to the 
needs of ELs in a sociopolitical context in the state of California. And although it is estimated 
that the majority of teachers in the United States have at least one EL in their classroom, few 
teachers have been taught the appropriate strategies to support ELs effectively (Bailey & 
Heritage, 2017; Ballantyne, Sanderman, & Levy, 2008; Lucas & Villegas, 2013;  Rubenstein-
Avila & Lee, 2014; Waxman & Tellez, 2002). This lack of support and the struggle of learning a 
new social and academic language has resulted in ELs consistently scoring lower in reading and 
mathematics than native English-speaking students (National Center for Education Statistics, 
2010). In addition to suffering the stigma of low standardized test scores, ELs become more 
likely to give up on formal education in general. In fact over 20 years of research has shown the 
combination of culture shock, lack of proper ESL services, and low English proficiency is an 
increased risk for secondary ESL students to drop out of high school (August & Hakuta, 1997; 
August & Shanahan, 2008; Buron, Beecroft, Bell, Price, & Gemmen, 1998; Fry, 2007, Genesee, 
Lindholm-Leary, Saunders, & Christian, 2006; Kindler, 2002; Major, 2006; Moss & Puma, 1995; 
National Center for Education Statistics, 2005; Sheng, Sheng, & Anderson, 2011).  
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ELs in special education. Lack of educator training in ESL is also a contributing factor 
in the overrepresentation of ELs in special education (Fernandez & Inserra, 2013; Stein, 2011). 
Teachers, administrators, guidance counsellors, and school psychologists who are not prepared to 
identify bilingualism in minority students often succumb to the pressure of high-stakes tests—
which are not designed for ELs to succeed—or refer students to special education services 
because they have not provided the children with adequate classroom instruction to meet their 
needs (Stein, 2011). Again, without proper teacher training and professional ESL services, school 
systems are failing to provide appropriate and equitable education to their EL population. 
Impact of standardized curricula. In addition to the deficiency in teacher training, 
researchers Cadiero-Kaplan & Rodriguez (2008) have found the standardization of curriculum 
through educational policies such as No Child Left Behind to be unresponsive to the needs of 
ELs, marginalizing many of them because their “language and culture differs from the status quo 
within the school context” (p. 372). States with the highest percentage of ELs have responded by 
requiring pre-service teachers to complete specific ESL coursework as well as by hiring bilingual 
teachers and training mainstream educators to engage their students’ diversity in the classroom 
(Cadiero-Kaplan & Rodriguez, 2008; Samson & Collins, 2012). Unfortunately, educational 
systems in the United States have failed to establish pragmatic consistency in ESL training due to 
variations in ESOL certification, differences in teacher education curricula, and gaps in state-to-
state ESL regulations (Gay, 2004, 2013, 2018; McGee Banks & Banks, 1995; Samson & Collins, 
2012; Thibeault, Kuhlman, & Day, 2010). Until a consensus can be reached regarding 
educational policy, school systems who are willing to do so will continue to implement research-
based teacher training and practice as the leading method of addressing the needs of ELs in the 
U.S. classroom. 
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Most Effective Training Practices 
Research shows the most effective training opportunities for ESL instruction are of a 
substantial duration, are reflective, involve language immersion, include teacher modeling of 
learned skills, and explore theoretical foundations (Birman, Desimone, Porter, and Garet, 2000; 
Bohon et al., 2017; Bernhard, Diaz, & Allgood, 2005; Nguyen et al., 2013). When it comes to 
best practices in ESL instruction, especially in literacy, training must go beyond just good 
teaching (Harper & De Jong, 2004). As Coady et al. (2016) discuss, “teachers of ELLs need to 
understand how a second language is learned, what role language and culture play in school, and 
the associate instructional implications for those students” (p. 6). 
Pre-service Preparation 
Preparation for ESL instruction and multiculturalism in the classroom should begin at the 
pre-service stage for educators. Shaw, Lyon, Stoddart, Mosqueda, and Menon’s (2014) 
exploration of the Effective Science Teaching for English Language Learners (ESTELL) project 
indicates that pre-service teachers who receive specialized training for ELs demonstrate a more 
effective usage of the methodology than when novice or experienced teachers undergo similar 
training through shortened PD.  
Questioning practices. Insights from bilingual/ESL pre-service teachers in a study done 
by Diaz et al. (2013) imply that pre-service teachers are being trained to question ELs using 
lower order thinking prompts and to focus on the demands of a test-driven curriculum rather than 
to promote higher order thinking within the prescribed curriculum. This study recommends 
increased attention to developing higher order thinking questions throughout teacher preparation 
courses, developing units based on real life scenarios so ELs can integrate the language in both 
academic and personal spheres, specific practice in integrating higher order thinking questions 
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during student teaching, and requiring student teachers to videotape themselves to deepen the 
quality of their self-reflection (Diaz et al., 2013). 
Reflection and service learning. Reflection and service learning are necessary parts of 
teacher identity development and growth in self-efficacy. Using the framework of reflective 
practice in a case study design, Uzum, Petrón, & Berg (2014) analyzed the professionalization of 
28 pre-service teachers in an ESL service learning methods course. Their findings showed that, 
given the opportunity to reflect upon the success or failure of their lessons, the pre-service 
teachers were able to make connections between ESL theory and practice. Specifically, the pre-
service teachers realized their need to improve in the areas of language and content support. This 
research also showed that although pre-service teachers realized they would need to provide 
scaffolds for vocabulary and content and would have to plan for such needs, there was also 
inconsistency in their understanding of English proficiency. Like many teachers whose 
experience with ELs is limited, they made the mistake of conflating social/conversational 
fluency with proficiency in academic language (Cummins, 2001; Uzum, Petrón, & Berg, 2014). 
Rodriguez’s (2013) study of 53 pre-service teachers in a collaborative service learning project 
found that the reflection process encouraged the teachers to develop their identities as educators, 
and the cooperative service learning aspect of the study positively impacted the teachers’ 
professionalization. In their reflections, participants expressed increased confidence in their 
ability to teach ELs as a result of researching effective practices and integrating them into 
meaningful projects (Rodriguez, 2013). Through service learning, pre-service teachers have the 
opportunity to practice effective, research-based strategies. Through the reflection process, pre-
service teachers solidify their understanding of these strategies and improve their sense of self-
efficacy upon entering their education careers. 
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Training in language and culture. In addition to service learning and reflection, 
research indicates a robust background in language and culture training increases ESL teacher 
quality. While many teacher education curricula include a course in multiculturalism, ESL 
teachers must go beyond basic awareness of other cultures to more in-depth knowledge and 
appreciation of their students’ backgrounds as well as the process of linguistic development. 
Based on their study of over 900 teacher education programs in the United States, Walton, Baca, 
and Escamilla (2002) recommend teacher education programs to prepare ESL educators by 
including the nature of language development and acquisition, exploring the historical impact of 
diverse cultural populations on the development of the United States, including teaching 
methodologies that are specially designed to teach ELs, and requiring ESL teachers to study a 
second language. 
In-service Training 
While effective pre-service training is essential to successful teaching, it does not 
guarantee sustained use of strategies once teachers establish their own classrooms. In fact, 
researchers in the field of education have expounded on the necessity of ongoing, in-service 
PD—such as coursework, workshops, seminars, and mentoring—to increase teacher 
effectiveness (Birman, et al., 2000; Carver & Katz, 2004; Desimone, Porter, Garet, Yoon, & 
Birman, 2002; Easton, 2008; Jonson, 2002; Joyce & Showers, 2002; McCaughtry, Martin, 
Kulinna, & Cothran, 2006; McLaughlin & Talbert, 2006; Moir & Gless, 2001).  
Lack of practice. Coady et al. (2016) examined two cases of teachers in low-incidence 
classrooms (classes where there were only one or two ELs) in a Florida elementary where the 
teachers had obtained ESL certification during pre-service preparation. These teachers “reported 
feeling well prepared with the specialized knowledge and skills needed for an inclusion 
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classroom. Yet their practices did not reflect considerations related to the needs of ELLs” (Coady 
et al., 2016, p. 23). It is possible the low-incidence of ELs in their classes led the teachers to 
become unpracticed in ESL strategies; however, the immediate implication of this study is the 
necessity of ongoing PD in ESL praxis. 
Modeling learned material. In a five-year study of Secondary English Language 
Learner Success (SELLS), a university-wide credential program for middle and high school 
teachers, the data suggested that teachers who underwent this PD program enhanced their 
“knowledge, skills, and beliefs/attitudes about teaching ELLs, as well as confidence in meeting 
the needs of ELLs in their future instruction” (Nguyen, Benken, Hakim-Butt, & Zwiep, 2013, p. 
308). After undergoing PD to use pedagogical practices that help ELs learn specific content, 
faculty participants modeled effective approaches to engaging ELs in critical thinking and 
demonstrated a desire to restructure their courses to address the needs of ELs more specifically 
(Nguyen et al., 2013). Pre-post survey data indicated a significant growth in participants’ 
realization that the needs of ELs are not the same as those of their native-English peers (Nguyen 
et al., 2013). Similarly, teacher participants who engaged in Bohon et al.’s (2017) week-long 
Summer Institute developed their ESL knowledge and confidence through activities based on 
Kolb’s (1984) four-stage cycle of experiential learning. These activities included the language 
immersion exercise, which placed English-speaking teachers in a class where the instructor 
spoke only Korean, and teacher demonstration lessons, in which teachers adapted ESL strategies 
to their specialized content areas and modeled them for peers. Findings from this study were 
overwhelmingly positive, as participants described themselves as “better equipped” to teach 
ESL, and “more sensitive” and “better able to relate” to ELs (Bohon et al., 2017, p. 12).  
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Extensive learning and mentoring. Perhaps the most effective in-service training 
incorporates both long-term study (such as seminars or coursework) and mentoring (peer 
teaching). Hansen-Thomas, Dunlap, Casey, & Starrett’s (2014) case study exploring the impact 
of an 18 month ESL PD on teachers’ ESL competence indicated overwhelming positive change 
in content and pedagogy expertise as well as a shift in self-identity and self-efficacy. Participants 
in the PD program were secondary teachers who were already proficient in their content, and the 
program itself was of extensive duration and rigor, including three semesters of graduate 
coursework and ongoing reflective practice. The PD culminated in “turnaround training” 
(Hansen-Thomas, et al., 2014, p. 36), which required the participants to train their content-area 
colleagues at their base school. Findings from this study suggest the PD was successful not only 
in strengthening the participants’ knowledge of ESL practices, but also in transforming them 
from basic practitioners into peer leaders in ESL, ultimately advocating for the needs of their 
ELs (Hansen-Thomas, et al., 2014). When founded in strong theoretical principals and 
implemented using best practices, ESL PD can demonstrate prodigious success. 
Post-baccalaureate Training 
ESL training that takes place in graduate or add-on certification courses is an effective 
method to prepare teachers for ESL instruction. Focus groups and survey participants in 
Bernhard, Diaz, and Allgood’s (2005) study in Florida rated their ESL master’s program more 
effective than teacher in-services in preparing them to teach ELs due to its emphasis in research. 
From this program, the participants felt more prepared to raise their ESL students’ English 
performance level while helping preserve their cultural heritage, to enact change and depoliticize 
teacher/administrator curricular discussions, and to develop a supportive academic community 
(Bernhard, Diaz, & Allgood, 2005).  
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ESL Educator Self-efficacy 
 Perceived self-efficacy of educators, or the extent of a teacher’s conviction that they can 
positively influence how well students learn, is an important factor in classroom success 
(Berman, McLaughlin, Bass, Pauly, & Zellman, 1977; Guskey & Passaro, 1994). Teachers and 
administrators who view themselves as effective are more likely to pursue challenging goals and 
fulfill expectations than those who have little faith in their own abilities (Locke & Latham, 
2006). In the field of ESL, which suffers a critical shortage of trained educators in many states 
(Cross, 2017), administrator and teacher self-efficacy is of the utmost importance to provide for 
successful instruction. 
Teacher Self-efficacy 
Although rooted in a well-developed body of research, teacher self-efficacy in ESL 
instruction is still in an emerging field of interest in academia. Related to self-efficacy is the 
concept of teacher identity, which evolves and shifts as teachers gain confidence, moving from a 
person playing the role of a teacher to one who has internalized the identity of a teacher (Kanno 
& Stuart, 2011). Jurkunas (2015) discussed her identity development as a novice ESL teacher 
through her experience as a volunteer for Project SHINE (Students Helping in the Naturalization 
of Elders). Beyond her general confidence as a person, the initial development of her teaching 
self-efficacy was the result of this practical experience with Project Shine.  
Self-efficacy also impacts teachers’ perceptions of and interactions with their students. 
Tournaki and Podell (2005) examined how teachers predicted the academic and social success of 
hypothetical case study students. They found that high efficacy teachers made fewer negative 
predictions and viewed students holistically while low efficacy teachers tended to emphasize the 
negative aspects of the student case studies (Tournaki & Podell, 2005). Durgunoğlu and 
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Hughes’s (2010) explanatory sequential mixed method study surveyed 62 pre-service teachers at 
a Midwestern university in the United States and found that pre-service teachers who scored low 
on self-efficacy and a sense of preparedness to teach ESL also scored low on their attitudes 
toward ELs. This study was followed with qualitative observations of four of these pre-service 
teachers to verify or negate the findings of the survey. These observations showed the pre-service 
teachers neglecting the ESL students, as their low self-efficacy due to lack of training dissuaded 
them from engaging the students (Durgunoğlu & Hughes, 2010). Mohtar, Singh, Kepol, Ahmad, 
and Moneyam’s (2017) study of an English language teacher in Malaysia showed that the 
teacher’s beliefs in her own abilities were reflected in her expectations for her students’ abilities 
to write. Simply put, the teacher believed the students were able to learn, and she believed she 
was capable of making learning possible. Therefore, the teacher’s sense of self-efficacy also 
served as a source of empowerment for the students (Mohtar, et al., 2017). 
Administrator Self-efficacy 
School administrators play a significant role in the supervision and support of 
instructional staff (Coburn, 2005; Fink & Resnick, 2001; Glickman, 2002; Heck & Hallinger, 
2005; Hightower, Knapp, Marsh, & McLaughlin, 2002; Marzano, Waters, & McNulty, 2005; 
McLaughlin & Mitra, 2001, Oliva, Mathers, & Liane, 2009). Because of their position of 
authority and role as change agents in a school, educational administrators’ self-efficacy impacts 
everything from the school environment to the efficacy of the teachers to the success of the 
students (Tschannen-Moran & Gareis, 2004). Therefore, it is important for administrators to 
possess in-depth instructional knowledge of the observed teacher’s content area (Oliva, et al., 
2009). However, lack of content knowledge is a common problem for administrators as they are 
often not an expert in the teacher’s subject area (Darling-Hammond, 1986). Since most 
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administrators’ educational experiences are unrelated to ESL (Hunt, 2008; Shumate, Munoz, & 
Winter, 2005), it is likely that few principals are confident in their ability to give adequate 
support and supervision to their ESL instructors. Additionally, Murphy and Torff (2012) found a 
correlation between the numbers of ESL instructors and self-efficacy ratings of administrators. 
Regardless of demographic factors such as age, experience, and level of education, the more ESL 
teachers an administrator supervises, the lower the administrator’s self-efficacy score (Murphy & 
Torff, 2012). Therefore, just as teachers are in need of pre-service and ongoing training in ESL in 
order to be effective educators, administrators must also obtain specified training in order to be 
effective supervisors.   
Complications in ESL Instruction 
Some common problems ESL teachers experience include insufficient staffing, lack of 
colleague support or understanding of multicultural education, and increased pressure from 
workload demands (Batt, 2008; Cross, 2017; Tan, 2013). A survey of ESL practitioners in Idaho 
included the testimonies of several teachers who admitted to wanting to leave the already 
understaffed field of ESL for the above listed reasons (Batt, 2008). Oftentimes, monolingual 
teachers of ELs fall under criticism for being unable to communicate with students in their native 
language, even though trained ESL instructors do not necessarily have to be bilingual in order to 
be effective (Dornyei & Ushioda, 2011) 
 Additionally, while research studies on ESL teacher training consistently find that 
teachers lack adequate preparation to teach ELs, teachers’ attitudes toward receiving further 
training are mixed. Reeves’s (2006) study of four high schools in an unnamed district in the 
southeastern United States used quantitative survey data from a larger mixed-methods data set to 
determine secondary teachers’ attitudes toward teaching ELs as well as their perspective on 
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training. While 81.7% of teachers surveyed did not believe they had adequate training to work 
with ESL students, only 53% of the respondents were interested in receiving further training 
(Reeves, 2006, p. 136). Hegde, Hewett, and Terrell’s (2016) study of twenty kindergarten 
teachers in North Carolina found that teachers reportedly desired more resources and training for 
ESL services, but their participation in district-sponsored training was lacking. Although they 
were encouraged to participate in professional development and 85% of the teachers expressed 
willingness, “only 59% of the sample actually participated in professional development on this 
topic” (Hegde, Hewett, & Terrell, 2016, p. 9). 
Summary 
Current research indicates teachers across the United States lack adequate preparation to 
instruct ELs. This failure in training affects not only the classroom strategies they employ in the 
service of ELs, but it also undermines their self-efficacy as an educator. Teachers who possess 
ESL certification are prepared to integrate best practices in developing EL literacy while other 
teachers lack the schema for effective education. The researched testimonies of ESL practitioners 
throughout the country regarding their training, the effectiveness of PD, and their willingness to 
participate in ongoing training provide a valuable foundation for generalized approaches to best 
practices and a juxtaposition to the testimonies of teachers in southeast Louisiana. With the 
recent proliferation of ELs in Louisiana public schools, the topic of ELs and teacher education is 
especially pertinent to academic research in this area. My research into the perspectives of 
secondary English teachers regarding their self-efficacy in teaching ELs and assessments of their 
ESL training adds southeast Louisiana to the spectrum of geographical locations that struggle 
with an ESL infrastructure.  
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CHAPTER III. STUDY DESIGN 
As the number of ELs in southeast Louisiana continually increases, the challenge of 
meeting their unique linguistic and cultural needs falls upon the teachers who serve them. 
Although metropolitan school districts such as EBR and Jefferson Parish have taken steps to 
improve their services for their comparatively large populations of ELs, rural schools that have 
not seen as drastic a growth in ELs are less likely to have well-developed ESL services. 
Woodland Parish (name changed to protect the privacy of participants) is one such rural school 
district housing many permanent ELs but also serving a small group of ELs whose families work 
as migrant farmers and laborers. In the past 13 years, the percentage of ELs in Woodland Parish 
has increased from 2 students in 2006-2007 to 53 in 2018-2019 (an increase of 2550%; LDOE, 
2019).  
Although the current number of high school ELs in this district is small, growth of ELs in 
secondary schools will undoubtedly continue if the elementary ELs enter high school before 
attaining full academic English proficiency, a process which lasts nearly 10 years (Bohon, et al., 
2017). If families of non-native English speakers continue moving to Woodland Parish for work 
in the agricultural, lumber, and construction industries, then the population of ELs in the area 
will certainly increase.   
The purpose of this research is to examine the phenomenon of ESL education in rural 
Louisiana through the experiences of secondary English teachers in Woodland Parish who have 
instructed this small population of ELs. In this study, I examine the teachers’ perspectives on 
their ESL teaching experiences, assess the teachers’ sense of self-efficacy regarding their training 
and ability to use culturally-responsive literacy practices, examine the influence of rural cultural 
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values and racial/ethnic bias on curriculum and instruction, and determine the perceived quality 
of education for the ELs in the district.  
In this study, I addressed the following research questions:  
1. How do the teachers perceive their pre-service and in-service training for ELs? 
2. How do the teachers perceive their ability to implement culturally responsive 
pedagogical practices for ELs? 
3. How do the teachers perceive the district’s approach to tangible, informational, and 
emotional supports for ELs? 
4. What are the teachers’ perceptions, if any, of sociocultural inequities faced by ELs? 
And how, if any, do these sociocultural inequities affect the quality of education for 
ELs? 
Rationale for Case Study Methodology 
 For this research, I chose case study methodology to ground the methodological 
framework, as it is rooted in the desire to understand social phenomena while the focus of study 
explores the how and why of a contemporary phenomenon in a real-world context (Yin, 2014). I 
employed a holistic case study design with embedded units to examine the experiences of 
teachers within the single case of Woodland Parish, a representative school district (Herriott & 
Firestone, 1983; Yin, 2014). This study was established on the theory that Louisiana teachers, 
just like teachers throughout the United States, are not adequately prepared to instruct ELs, and 
that the state’s historical/cultural problem with race relations is an additional factor which affects 
the ELs’ quality of education.  




This case was not meant to characterize all rural populations in the state of Louisiana; 
rather, it sheds light on the complex phenomenon of ESL education in this particular rural 
Louisiana district through the individual experiences of its teachers, ESL training artifacts, and 
curricular materials.  
 Setting 
According to the United States Census Bureau (2018), Woodland Parish is a rural school 
district located in southeast Louisiana and has an estimated population of 46,000. The median 
age for Woodland Parish residents is 39 years old. Approximately 67% of the population is 
White, 28% is Black, and the remaining 5% is divided among Hispanic, Native American, Asian, 
and Arab cultures. The most common foreign language spoken in Woodland Parish is Spanish, 
although a significant percentage of French and Portuguese speakers also inhabit the area. The 
poverty rate of Woodland Parish is approximately 26%, seven percentage points above the state 
poverty average of 19%. The median household income is $31,000, and the median property 
value is $82,000. Nearly 77% of residents are high school graduates, but only 12% have earned a 
bachelor’s degree or higher. According to Data USA (2017), the economy of Woodland Parish is 
defined by the following fields: petrochemical extraction and refining; agriculture, forestry, 
fishing, and hunting; and utilities.  
There are three public high schools in this district. Based on data from the LDOE 
website, the demographics of the public high schools are outlined in Table 2. Like many other 
districts in the state, Woodland Parish operates under the Black/White dichotomy of racial 
distribution. One public high school is strong majority White, the second is moderate majority 
White, and the third is moderate majority Black. All three schools have a high percentage of 
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economically disadvantaged students. Due to the absence of ELs in Woodland Parish’s Public 
High School 3, the participants in this study will be derived from Public High Schools 1 and 2. 
Table 2. Population Demographics of Public High Schools in Woodland Parish 
Demographics Public H.S. 1 Public H.S. 2 Public H.S. 3 
Total enrollment 848 766 374 
Male : Female ratio 52:48 52:48 57:43 
Economically disadvantaged  
(% of total) 64% 61% 89% 
% Minority enrollment 33% 19% 66% 
% White 67% 81% 34.2% 
% Black 27.5% 16.6% 65.5% 
% Hispanic 4% 2.2% .3% 
% Asian .4% 0% 0% 
% American Indian .3% .1% 0% 
% Hawaiian/Pacific Islander .1% 0% 0% 
% Multiple Races 
(non-Hispanic) .7% .1% 0% 
# ELs 9 5 0 
Note:  The table above lists the population demographics of the public high schools in Woodland Parish. It 
does not include the demographics of the one private school in the district. Data is based on the 2018-19 
school year.  
Participants 
In this study, I examined the experiences of secondary English teachers in Woodland 
Parish. The criteria for participants were as follows: (1) Teacher participant must possess a valid 
Louisiana teaching license with secondary English certification and (2) Teacher participant must 
teach (or have taught) at least one EL during the last three years. The criteria to obtain teacher 
participants was not specific regarding race, gender, age, or experience due to the limited number 
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of ELs in the district, the limited number of high school English teachers, and the lack of 
diversity in race and gender of the secondary English teacher population in Woodland Parish.  
This district houses approximately 15 high school English teachers; therefore, in order to 
achieve saturation without dilution and maintain quality and depth of understanding in the case 
study, this research examined 1/3 of the population. All participants, schools, and district names 
were changed to a pseudonym to protect anonymity. All participants were White females, as the 
majority of educators in Woodland Parish are White females. Very few teachers in this district 
are male or of a different race, and the ones who are a different race, ethnicity, sex, or gender did 
not meet the criteria for this study.  
Participants were interviewed during their planning period or lunch break in their 
classroom. To protect their identities, each participant was assigned a pseudonym during the 
semi-structured interview, and was referred to by this name throughout the recording. The 
participants’ demographics and backgrounds are outlined in Table 3. 
Table 3. Participants 














Holly F 30s W No No B.A. SELU (Alt. Cert) 1 
Kristin F 30s W Yes No B.A. SELU 9 
Tanya F 50s W Yes No M.Ed. SELU 30 
Jenna F 30s W Yes No B.A. LRCE (Alt. Cert) 2 
Arlene F 60s W Yes No B.A. UNO 35 
Note:  Abbreviations: Ed. = Education, Exp. = Experience, F = Female, W = White, B.A. = Bachelor of Arts, 
M.Ed. = Master of Education, LRCE = Louisiana Resource Center for Educators, UNO = University of New 
Orleans, SELU = Southeastern Louisiana University, Alt. Cert. = Alternative Certification 
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Holly. Holly is a new teacher in her early- to mid-30s completing her first full year as a 
classroom teacher. She graduated from Southeastern Louisiana University (SELU) with a B.A. 
degree in English and history, then worked 10 years in banking. She returned to SELU for 
alternative certification in teaching. Holly is the only participant not from Woodland Parish, and 
she continues to live in a suburban district outside Woodland Parish. She teaches English II at 
Public High School 1. During the 2018-19 academic year, Holly taught three ELs. She does not 
possess ESL certification. 
Kristin. Kristin is in her early 30s and has nine years of classroom experience. She is 
from Woodland Parish and graduated with a B.A. in English education from SELU. She teaches 
English III at Pubic High School 1. Kristin taught three ELs during the 2018-19 school year. She 
does not possess ESL certification. 
Tanya. Tanya is a veteran teacher in her 50s with 30 years of experience. She is from 
Woodland Parish and plans to retire there. She graduated from SELU with a B.A. in English 
education, then completed an M.Ed. from SELU. Tanya is a National Board Certified teacher in 
English/Language Arts. She teachers English I and English IV at Public High School 1. In the 
2018-19 academic year, Tanya taught two ELs. She does not possess ESL certification. 
Jenna. Jenna is a novice teacher in her early 30s with two years of experience in the 
classroom. She is a native of Woodland Parish with a B.A. in English from SELU. After years of 
working in management, Jenna completed her alternative teacher certification through the 
Louisiana Resource Center for Educators (LRCE). She teaches English I at Public High School 
2. During the 2017-18 academic year, Jenna taught two ELs. She taught one more during 2018-
19 school year. She does not possess ESL certification. 
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Arlene. Arlene is a veteran teacher in her 60s with 35 years of experience in the 
classroom. Born and raised in Woodland Parish, Arlene obtained her bachelor’s degree and 
teaching certification from the University of New Orleans (UNO) in the 1980s. She teaches 
English IV at Public High School 2, and she had two ELs in the 2017-18 school year. She had no 
ELs during the 2018-19 academic year. Arlene does not possess ESL certification. 
Data Sources 
As a research method, case studies allow for the collection and analysis of a variety of 
qualitative and quantitative data (Yin, 2014). See Table 4 for the list of data sources. 
Table 4. Data Sources 
Source Type of Data Number Collected Participant Supplier 
Participants Semi-structured interviews 5 
Jenna, Arlene, Holly, 
Kristin, Tanya 




5 Jenna, Arlene, Holly, Kristin, Tanya 







2 Holly, Jenna 












Note: The artifacts listed support the interviews of the participants. Other than the interview and lesson plans, 
Arlene did not supply additional artifacts. She taught ELs the previous school year. 
Interviews 
The primary data sources for this case study were semi-structured interviews with five 
teachers in Woodland Parish who have taught ELs within the previous three years. I met with 
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each participant in their real-world context on the agreed-upon date and time for a semi-
structured interview that lasted between 30 minutes and one hour, thus increasing the likelihood 
of following protocol (Yin, 2014). With permission, the interview was recorded and nonverbal 
cues were noted in my field journal. The interviews consisted of probing and prompting open-
ended questions (see Appendix E) adapted from a teacher self-efficacy survey conducted by 
Durgunoğlu and Hughes (2010) using the items for perceived preparation for teaching ELs and 
ability to implement ESL practices. These items were used to meet the objectives of assessing the 
confidence of high school English teachers in meeting the needs of ELs, and to associate the 
level of confidence with the quality of their experiences with ELs as well as the teacher’s depth 
of ESL training. Other questions were based on the research questions and the theoretical models 
of social/cultural/economic capital, critical race theory of education, and culturally relevant 
pedagogy that guide this study (see Appendix F for correlation between research questions and 
data sources).  
Artifacts 
In order to establish validity of interview analyses through artifacts, this study includes 
volunteered teacher lesson plans, curricular materials, and professional development resources to 
shed light on in-service teacher training and ESL education. These documents support richness 
and validity of research through their stability and unobtrusiveness as an artifact. Any level of 
reporting bias within these documents reflects that of the original author, thus corroborating the 
data from the interviews (Yin, 2014).  
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Data Collection and Analysis 
Case study research is a recursive process between data analysis and coding (Yin, 2014). 
In order to maintain the highest level of rigor and reliability during the collection of these data, I 
followed a stringent case study protocol. 
Interview Collection 
I began the process of locating participants by obtaining the names of potential 
candidates through administrative referral and contacting them via email. The email contained a 
description of the study, including the purpose, research questions, participant criteria, and 
assurance of participant anonymity. Those who met the demographic criteria and were interested 
in taking part were asked to return the informed consent form and indicate a date or time when 
they were available for interview (Appendix G).  
Prior to the semi-structured interviews, which served as the primary data source for this 
study, I compiled a list of a priori codes from current Louisiana ESL accommodations (Appendix 
H) and the pilot study which guided this research. I made note of it whenever any of these codes 
were mentioned during the interviews.  
The interviews took place over three days in March 2019. Each interview took place in 
the participants’ classrooms and was recorded on the iPhone Voice Memos app. Jenna’s interview 
took place during her during her 30-minute lunch break and lasted 28 minutes including an 
unrecorded 8-minute icebreaker discussion. The interviews for Arlene, Holly, Kristin, and Tanya 
took place during their 48-minute planning periods. Arlene’s interview lasted 33 minutes, 
including the unrecorded 5-minute icebreaker session; Holly’s interview lasted 47 minutes, 
including 3 minutes of unrecorded icebreaker and informal discussion; Kristin’s interview lasted 
45 minutes, including the 10-minute unrecorded icebreaker discussion, and Tanya’s interview 
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lasted 33 minutes, and was the only one to forego the icebreaker discussion. During each 
interview, I composed memos to myself whenever moments of insight occurred regarding 
observations of participant behavior, observations of environment, or potential codes or themes. I 
also conducted preliminary member checking during the interviews by rephrasing the 
participants’ statements and asking them to verify if this was correct. This immediate feedback 
gave the participants the opportunity to reflect upon and clarify their assertions during the data 
collection process.  
Artifact Collection 
Copies of artifacts to support interview data were requested the day of each interview. All 
participants supplied digital lesson plan samples as attachments via email within the week. 
Jenna, Kristin, and Tanya supplied their PD agendas, which I photocopied on campus, 
immediately returning the originals. With their weekly lesson plans, Jenna and Holly also 
emailed the curricular outline for their grade level, listing the texts to be studied and the 
assignments to complete. Jenna also allowed me to take a photo of the iPad one of her ELs used 
in class as evidence of the tangible supports afforded to ELs in Woodland Parish. Finally, Holly 
volunteered a copy of the English department-created midterm for my records, as she had 
discussed her concerns with it during her interview. With the exception of the iPad, all of these 
artifacts served to provide evidence of the lack of ESL training, support, and curricular materials. 
Instead, coding for these artifacts determined their areas of emphasis as opposed to ESL.    
Analysis 
 Each day after leaving the school and returning to my office, I immediately transcribed 
the interviews collected during that day, writing them verbatim to prevent bias in interpretation. I 
began by uploading the voice memos to my office computer. Then I used the Express Scribe 
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transcription software to play the voice recordings and transcribe them into Microsoft Word. 
Express Scribe allowed me to type in a Word file while controlling audio playback using a foot 
pedal for efficiency. Memos to myself were added in the footnotes of each transcription file. 
Immediately after completing the transcriptions for Jenna and Tanya, I sent follow-up questions 
via email for clarification. Jenna answered the next day, and Tanya responded the following 
Monday afternoon. The transcription metadata can be found in Table 5.  
Table 5. Transcription Metadata 
Participant Unrecorded Icebreaker Time Interview Length 
Number of Words in 
Transcription 
Jenna 8 minutes 20 minutes 2179 words 
Arlene 5 minutes 28 minutes 1900 words 
Holly 3 minutes 44 minutes 4930 words 
Kristin 10 minutes 35 minutes 3703 words 
Tanya 0 minutes 33 minutes 3016 words 
Note: The number of words in each transcription does not include the researcher’s questions nor the 
unrecorded icebreaker time.  
Transcript and artifact analysis took place during March and April 2019. Once 
transcription was completed, I printed a copy of each transcript and digital artifact. Then I coded 
the hard copies of the sources using a priori codes and composing reflective and “ah-ha” memos 
as new understandings occurred (Saldaña, 2013). I then read through each source again, marking 
in vivo as well as descriptive codes not established by previous research as new patterns emerged 
in the data (Saldaña, 2013). Next, I digitized the sources and uploaded these files to Atlas.ti 
Cloud, a free online program which aids in the management of qualitative research coding. Using 
this program, I marked the codes as they appeared in my written notes. The program showed 
how many times each code appeared in each source, and it allowed me to see the quotes which 
were marked for each code. 
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After I completed the initial coding process, I saved a PDF and printed a hard copy of 
each source for my records. As a researcher, I work best using digital programs for organization 
and hard copies for comprehension. By using Atlas.ti Cloud to locate codes and referring to the 
hard copies for my notes, I conducted within-data analyses, reading through each source again 
and organizing the codes into categories. Using Atlas.ti Cloud, I relabeled the sources using these 
category names, again saving a PDF and printing a hard copy of each. Then I re-examined the 
sources, categories, and memos, organizing them into five general themes. 
Once the themes were established from the within-data analyses, I relabeled the sources 
with the themes in Atlas.ti Cloud. Then I used the program’s quotation explorer to aggregate the 
data from the five individual sources into a cross-data analysis to find common and divergent 
themes among the interviews (Stake, 1995; Yin, 2014).  
Peer Reviewer Coding 
After I completed the coding process, I consulted a peer reviewer to evaluate the findings. 
“Eileen” is a retired teacher who holds a master’s degree in education and is certified in ESL. I 
gave Eileen blank copies of the transcripts and artifacts as well as the list of codes I found. Table 
6 shows Eileen’s findings compared to mine. 
Table 6. Peer Reviewer Coding 
Source Number Noted (Researcher) 
Number Noted 
(Peer Reviewer) Percent Agree 
Semi-structured interview 
transcripts 106 88 83% 
Sample lesson plans 2 2 100% 
PD agendas 3 3 100% 
Curriculum outlines 3 3 100% 
Midterm exam 3 3 100% 
iPad (picture) 1 1 100% 
Overall Percentage of Agreement: 94% 
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Although Eileen’s codes coincided with mine 94% of the time, there were a several 
instances where Eileen did not mark a quote that I coded. In two instances, Eileen marked a 
quote using the code “culturally sensitive” instead of “culturally relevant pedagogy.” In my 
coding process, I used “culturally sensitive” in the context of teacher training, whereas 
“culturally relevant pedagogy” related to actual practices used by the teachers in their classes. 
We met and discussed our different interpretations, and Eileen agreed that the codes I used in my 
interpretation were valid. Eileen then reviewed the categories and themes which derived from my 
codes. We discussed the codes which could fit into multiple categories and came to an agreement 
over which should be placed in each.   
Member Checking 
In May 2019 I submitted my coded assessments via email to the participants for member 
checking to establish validity and note any within-data analyses that differed from the 
participant’s understanding of their experience. Jenna, Holly, and Tanya responded with 
approval within two days, Kristin responded with approval the following week, and Arlene 
responded with her approval by the end of month. Upon completion of data analysis and the 
approval of the participants, I proceeded to draft my interpretations of the data using the 
conceptual frameworks outlined in this study. 
Data Storage and Security 
Interview data was recorded using the iPhone Voice Memos app and uploaded to my 
office computer for reference during transcription. Voice recordings were deleted from my 
iPhone and saved in a file only on the office computer. Transcripts of the interviews were saved 
digitally to an online hard drive as well as printed and stored in my locked office file cabinet. 
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Copies of handwritten interview notes, lesson plans, instructional materials, and field notes were 
also saved in the locked office file cabinet. 
Rigor and Credibility 
Due to participant and researcher subjectivity, case study research poses many potential 
credibility issues. Therefore, it is imperative to follow a rigorous case study design and test for 
construct validity, external validity, internal validity, and reliability. This study demonstrates 
construct validity through multiple sources of evidence, establishing a chain of evidence during 
data collection, undergoing member checking during the analysis and draft phases, thus 
preventing researcher-subjective interpretations (Yin, 2014). To triangulate the data, this study 
incorporated objective evidence in the form of curricular artifacts, professional development 
artifacts, and demographic data as well as subjective evidence through participant interviews. 
External validity was maintained through well-constructed research questions which encouraged 
objective analysis and valid theoretical propositions (Yin, 2014). To achieve internal validity, 
which confirms that all inferences drawn from the data are correct and fair, this study used the 
synthesis logic model during analysis and incorporated the strategy of identifying, addressing, 
and rejecting rival explanations to the findings (Yin, 2014). Finally, to ensure the reliability of 
the analysis findings, this study followed a rigorous case study protocol and developed a 
database for incontestable documentation (Yin, 2014).  
Role of the Researcher 
 In keeping with Yin’s (2014) recommendations for conducting high quality case study 
research, I began this research with a solid understanding of the issues being studied. As a 
teacher of ELs in a Louisiana school district, I am a firsthand witness of the growing need for 
teacher training in ESL education. Prior to my position as a self-contained ESL teacher, I spent 
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10 years as a secondary English teacher who instructed ELs in a mainstream classroom. Thus, I 
shared many qualities with the participants in this research study. Indeed, my classroom 
experiences with ELs inspired my pilot study research, leading me to consider whether other 
teachers shared my perspectives regarding preparation for and effectiveness in teaching 
minority-language students. However, as an outsider of Woodland Parish, I brought my 
knowledge of this issue as a point of comparison and contrast, seeking to examine this situation 
in the context of a rural area as opposed to metropolitan or suburban. Additionally, I asked How? 
And Why? questions and interpreted them fairly by remaining inquisitive throughout the 
research protocol and seeking further evidence for new insights (Yin, 2014). I acted as a good 
listener, hearing the literal words of the interviewee while also hearing the message in between 
the lines. This involves having an open mind, paying attention to body language, and capturing 
mood and affective components (Yin, 2014). Finally, I maintained the highest ethical practices 
throughout the study and took action to avoid imposing personal bias in data collection and 
interpretation (Yin, 2014).  
Ethical Considerations 
All measures to remain within ethical standards were taken during this study. For this 
research, I have obtained approval from Louisiana State University’s Institutional Review Board 
(see Appendix I). Woodland Parish and the participants within it are ones in which I do not have 
a vested interest, so I was open to the possibility of contrary evidence which would lead to new 
findings and prompt further research. Participants’ informed consent was gained prior to data 
collection, and their privacy and confidentiality was ensured to protect them from being placed 
in undesirable situations (Yin, 2014). Participants were safe from harm as their interviews and 
documentation did not pose danger beyond that which is conducted in daily life (Yin, 2014). 
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Finally, no vulnerable populations took part in this study; however, all anecdotes participants 
share about students used a pseudonym to protect the students’ anonymity (Yin, 2014).  
Limitations 
The participants were volunteers who were not a captive audience (such as those who 
take part in a professional development program), so the research was limited to those who were 
willing to be interviewed and had time to meet for the interview. However, as this research study 
was intended to examine specific teacher experiences and not represent the practices of every 
teacher in Woodland Parish nor in the state of Louisiana, this limitation did not pose a problem.  
The original intention of this case study research was to include teachers of other races 
and ethnicities; however, participants were limited to White females due to the lack of diversity 
in Woodland Parish’s education system and the lack of participants of color who would qualify 
for the study. While this limitation prevents the study from gaining insight into minority 
participants’ views, it does accurately reflect the majority White culture of Woodland Parish. 
Timeline 
The timeline for my case study protocol lasted nine months from beginning to end. Initial 
contact with school principals was made in February 2019, introducing the research study and 
requesting participant references. Contact with suggested participants was made via email with a 
summary of the study and the criteria for participation. All participants responded within two 
days. Informed consent paperwork was collected via email prior to the interviews or in-person on 
the day of the interview. The interviews were completed in three days in March 2019, and all 
artifacts were collected during this week. All follow-up questions and their responses were 
communicated via email within one week of the semi-structured interview. Transcription and 
data analysis took place during March and April 2019. The peer review consultation occurred in 
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April 2019, and member checking of the coded transcripts and artifacts took place in May. 
Interpretation of the data and drafting the findings took place in June and July 2019, and 
revisions for the final draft were done throughout August and September 2019. Table 7 outlines 
the timeline of research for this study. 
Table 7. Timeline of Research 


















ü        
Contact participants ü        
Participants – Collect 
consent forms. Conduct 
interviews. Follow up. 
 ü       
Collect artifacts and 
instructional materials  ü       
Transcription  ü       
Data analysis  ü ü      
Consult peer reviewer   ü      
Member checking of data 
analysis    ü     
Interpretation and drafting      ü ü   
Finalized interpretation       ü ü 
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CHAPTER IV. FINDINGS 
The purpose of this study is to examine the phenomenon of instructing ELs in Woodland 
Parish, a rural Louisiana school district, by analyzing the experiences of high school teachers 
who instruct ELs in a mainstream English classroom, assessing their confidence regarding their 
ESL training and using culturally-responsive literacy practices, examining their insights into the 
cultural responsiveness in their existing English curricula, and determining the perceived quality 
of education for the ELs they serve. The research questions which informed this study are as 
follows: 
1. How do the teachers perceive their pre-service and in-service training for ELs? 
2. How do the teachers perceive their ability to implement culturally responsive 
pedagogical practices for ELs? 
3. How do the teachers perceive the district’s approach to tangible, informational, and 
emotional supports for ELs? 
4. What are the teachers’ perceptions, if any, of sociocultural inequities faced by ELs? 
And how, if any, do these sociocultural inequities affect the quality of education for 
ELs? 
As the research questions emphasize the participants’ perceptions, the majority of the data 
derives from the semi-structured interviews which took place in the participants’ classrooms. The 
artifacts, which are comprised of professional development agendas, instructional materials, and 
technology samples, were obtained to verify objective claims within the participants’ interviews. 
This chapter synthesizes the narrative data and its supportive artifacts into recurring themes 
which were revealed during analysis.  




Five themes emerged from the data in this study: lack of ESL training, best practices 
instruction, cultural integration, struggles and supports, and tough love and pragmatism. There is 
considerable overlap among the themes, as they are all reciprocal and influential parts of the 
multifaceted phenomenon of ESL education in rural Louisiana. See Appendix J for a data 
reduction of participants, the overarching themes, and the findings within each theme. 
Lack of ESL Training 
As the participants discussed their pre-service and in-service training during the 
interviews, the overarching pattern was the absence of ESL-specific training. All participants 
were familiar with literacy strategies from their teacher certification programs. Four of the five 
participants experienced multiculturalism or differentiation training at some point during their 
pre-service experience or in-service PD; however, there is a consistent disconnect between the 
theory or practices learned during these experiences and their current applications with ELs. 
These same four participants indicated a willingness to improve their knowledge of ESL 
instructional strategies in the future.  
Theme discussion. During the interviews, all participants discussed the nonexistence of 
ESL training during their PD. This code emerged 12 times throughout the interviews and was 
supported by the volunteered PD materials. The codes “in-service training” and “PD-other” 
appeared seven times and eight times respectively throughout the interviews. All participants 
addressed in-service training in general, while four out of five participants gave details regarding 
the “other” PD. The volunteered PD materials supported the assertion that ESL training did not 
exist in Woodland Parish by demonstrating the district’s emphasis on technology and test-taking 
strategies with a complete absence of ESL PD.  The code “multiculturalism” appeared 11 times 
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in four of the interviews, often in conjunction with “pre-service” training, which appeared nine 
times throughout all five interviews. The code “culturally sensitive” appeared eight times in four 
out of five interviews, while “Black/White dichotomy” appeared seven times throughout all five 
interviews. Table 8 shows the codes, their categories, and the within- and across-data 
groundedness of each code within this theme. 
Table 8. Theme – Lack of ESL Training 
Code Category Within-data Groundedness 
Cross-data 
Groundedness 
Multiculturalism Teacher Training 
Jenna – 3    Arlene – 0 
Holly – 2    Kristin – 3 
Tanya – 3 
Appears 11 times; 
In 4/5 interviews 
Black/White 
dichotomy Teacher Training 
Jenna – 1    Arlene – 2 
Holly – 2    Kristin – 1 
Tanya – 1 
Appears 7 times; 
In 5/5 interviews 
Culturally 
sensitive Teacher Training 
Jenna – 2    Arlene – 0 
Holly – 2    Kristin – 2 
Tanya – 2 
Appears 8 times; 
In 4/5 interviews 
Pre-service Teacher Training 
Jenna – 1    Arlene – 1 
Holly – 4   Kristin –2 
Tanya – 1 
Appears 9 times; 
In 5/5 interviews 
Certification Teacher Training 
Jenna – 1    Arlene – 1 
Holly – 3    Kristin – 1 
Tanya – 1 
Appears 7 times; 
In 5/5 interviews 
In-service Professional Development 
Jenna – 1    Arlene – 1 
Holly – 2    Kristin – 2 
Tanya – 1 
Appears 7 times; 
In 5/5 interviews 
PD - Other Professional Development 
Jenna – 3    Arlene – 0 
Holly – 1    Kristin – 2 
Tanya – 2 
Appears 8 times; 
In 4/5 interviews 
No ESL Professional Development 
Jenna – 2    Arlene – 4 
Holly – 2    Kristin – 2 
Tanya – 2 
Appears 12 times; 
In 5/5 interviews 
Note:  The table demonstrates the codes and categories for this theme. Within-data groundedness shows the 
number of times the code appears in each source.  
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Arlene and Tanya. Arlene and Tanya, who obtained their teacher certification a 
minimum of 30 years ago at the University of New Orleans (UNO) and Southeastern Louisiana 
University (SELU) respectively, agreed that ESL was never part of the curriculum in their 
training, nor was multiculturalism or differentiated instruction. Their coursework consisted 
mostly of classroom management, lesson planning, and English content instruction. Both stated 
that their current in-service PD through the school and district has not addressed ESL needs, but 
focused instead on technology integration, test taking strategies, and improving writing scores. 
According to Arlene, the extent of instructional diversification PD has been general statements of 
“‘You gotta make learning engaging’ and ‘You gotta know your students.’” For Tanya, the most 
effective training occurred years after she began teaching. She said, “I don’t remember anything 
about multiculturalism until the last ten to fifteen years … during my National Board process. I 
learned so much about how to be a much more effective teacher doing National Board than I did 
in college.” Although National Board Certification did not train her specifically for ELs, Tanya 
did learn to incorporate multiculturalism and diversification in her classes during this time.  
Kristin. Kristin described her pre-service training at SELU nearly 10 years ago as 
including one class which encompassed the entirety of her training on multiculturalism in the 
classroom. This class emphasized the concept of being aware of students’ varying learning styles 
and cultural backgrounds by incorporating holidays, food, and literature from different cultures 
into the curriculum. Kristin questioned the usefulness of the strategies presented: 
With the curriculum being standardized, I don’t think we can really [use literature from 
different cultures]. And a lot of our education teachers were elementary ed., so they 
would pull out these little children’s picture books that you could get through in a day at 
carpet time. High school doesn’t do carpet time. 
 
One of the lessons that stood out to Kristin was modeled on the Jane Elliott race experiment of 
1968 (Bloom, 2005). The purpose, Kristin said, was to underscore the importance of treating 
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Black students with the same respect as White students. This focus on Black/White continued the 
rest of the semester. Kristin claims none of the multiculturalism lessons were addressed in her 
subsequent classes. The rest of her coursework involved lesson planning, classroom 
management, the teaching of literature, the teaching of writing, and practical observations. 
During one of these classes, Kristin learned basic literacy practices “like graphic organizers.” To 
her recollection, at no time during her coursework was ESL addressed. Since then, she has 
received no ESL training during PD, as evidenced by the PD agendas she provided as artifacts. 
Instead, she has independently searched Google and Pinterest for usable resources. 
Jenna and Holly. The two newest teachers, Jenna and Holly, completed alternative 
teacher certification programs, the former at the Louisiana Resource Center for Educators 
(LRCE), and the latter at SELU. Neither pre-service program addressed ESL specifically, but 
both did incorporate differentiation and multiculturalism. According to Jenna, the LRCE 
explicitly addressed gender, race, ethnicity, and SES as well a “food, holidays, exposing us to 
different areas through content or through literature. Highlighting them as much as possible 
when you’re going through them. And just being culturally sensitive with plans and engagement 
in order to incorporate those cultures into lessons.” The LRCE included some literacy practices 
in their content-specific coursework; however, it did not link these practices to situations 
involving language or cultural minorities. Overall, Jenna felt the LRCE was effective in diversity 
training, but was lacking in practical applications and pedagogical practices. At SELU, Holly 
completed a class in differentiation as well as one in literacy across the curriculum. She felt that 
multiculturalism was “infused” through her classes, but it should have included ESL and literacy 
strategies to prepare her more for the PRAXIS teacher certification exam as well as her current 
position. Holly’s pre-service training was unique, however, in that during one of her extended 
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observations, she happened to work with a mainstream English teacher who had ELs in her class. 
Holly expressed that this particular experience gave her some insight into teaching ELs: “I really 
would have been so shocked if I had not had that situation, you know because, [ELs] do have 
their own challenges and I want to be able to help meet their needs, too.” Both Jenna and Holly 
discussed school-level meetings as focusing on testing and curriculum design for testing. Holly 
said that no district- or school-level PD has addressed ESL or multiculturalism, so she tries to 
self-train through other teachers’ posts on Instagram. 
Best Practices Instruction 
All participants agreed that when it comes to pedagogy, best practices are best 
practices—that what is proven effective for mainstream students should be effective for ELs. In 
some cases, the participant did use effective instruction for ELs as defined by ESL research; 
however, in several cases, the participants failed to include true “best practice” instruction for the 
ELs in their classroom. Additionally, although none of the participants could explain exactly 
what best practices would work for ELs, all expressed moderate confidence in the literacy 
practices they did employ. The most common modifications the participants used for their ELs 
was the district-provided iPad and not grading the ELs’ assignments as hard as they do for other 
students. Jenna, Holly, Kristin, and Tanya felt that more specific training in ESL is necessary to 
foster best practices for ELs. Tanya and Holly also acknowledged that exposure to the Louisiana 
ELL Accommodations form, at the very least, would help teachers be more mindful of the way 
they instruct their ELs.  
Theme discussion. During the interviews, the participants overwhelmingly discussed 
their classroom literacy practices. The code “literacy practices – general” appeared 20 times, 
almost equally distributed over the five interviews. “Literacy practices – ESL” appeared only ten 
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times over four of the interviews. The code “traditional” appeared seven times, but only from 
two participants, and the code “non-traditional” appeared five times, but only from two of the 
other participants. Arlene spoke of traditional methods five of the seven times, and Tanya spoke 
of nontraditional methods four of the five times. “Accommodations” for ELs appeared nine times 
from four of the participants, and “culturally responsive pedagogy” appeared eight times from 
the same four participants. The participants who favored traditional methods also favored college 
prep and test prep in their interviews, while the participants who emphasized nontraditional 
methods and ESL literacy practices discussed accommodations and culturally responsive 
pedagogy. Both “college prep” and “test prep” appeared 6 times across four of the interviews. 
Table 9 shows the codes, their categories, and the within- and across-data groundedness of each 
code in this theme. 
Table 9. Theme – Best Practices Instruction  




- general Method 
Jenna – 5    Arlene – 3 
Holly – 5    Kristin – 3 
Tanya – 4 
Appears 20 times; 
In 5/5 interviews 
Literacy practices 
- ESL Method 
Jenna – 2    Arlene – 0 
Holly – 3    Kristin – 2 
Tanya – 3 
Appears 10 times; 
In 4/5 interviews 
Traditional Method 
Jenna – 2    Arlene – 5 
Holly – 0    Kristin – 0 
Tanya – 0 
Appears 7 times; 
In 2/5 interviews 
Nontraditional Method 
Jenna – 0    Arlene – 0 
Holly – 0    Kristin – 1 
Tanya – 4 
Appears 5 times; 
In 2/5 interviews 
College prep Curriculum 
Jenna – 1    Arlene – 2 
Holly – 2    Kristin – 1 
Tanya – 0 
Appears 6 times; 
In 4/5 interviews 
(table cont’d.) 











Jenna – 1    Arlene – 0 
Holly – 2    Kristin – 2 
Tanya – 3 
Appears 8 times; 
In 4/5 interviews 
Test prep Curriculum 
Jenna – 1    Arlene – 1 
Holly – 2    Kristin – 2 
Tanya – 0 
Appears 6 times; 
In 4/5 interviews 
Accommodations Curriculum 
Jenna – 1    Arlene – 0 
Holly – 3    Kristin – 3 
Tanya – 2 
Appears 9 times; 
In 4/5 interviews 
Note: The table demonstrates the codes and categories for this theme. Within-data groundedness shows the 
number of times the code appears in each source.  
Jenna. Jenna’s classroom management techniques followed mostly traditional, teacher-
centered classroom approaches. She explained that she tries to include collaborative learning and 
hands-on projects, but has difficulty guiding her students to become independent learners. The 
main literacy strategy she uses in her classroom is “chunking,” wherein the class reads a text 
aloud in small chunks and, as a whole group or in small groups, discusses the meaning of the text 
and unknown vocabulary. Jenna also incorporates a lot of text-based writing to prepare her 
students for the LEAP test. Her goal is for her students to succeed in their standardized tests so 
they can get into college, and she acknowledges that this is the main deterrent to her focusing 
more attention on ELs. All ELs in Woodland Parish are given an iPad to use in school, 
specifically for the purposes of the Google Translate app. Jenna allowed her ELs to use this app 
for all their assignments as well as to work with a partner, but she also tried to speak Spanish and 
use basic gestures as a form of communication when other students were working independently. 
She explained: 
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I would usually go and check on my ELs. Talk to them. See if they had any questions. I’d 
put them with a partner if they wanted it, but most of the time they liked to work by 
themselves using Google Translator. One of them did pretty well on his tests and his 
work, so I didn’t change anything. 
 
Jenna indicated a willingness to adjust her teaching in the future to meet ELs’ needs; however, 
she admitted that ESL was not her immediate priority, and that her focus would remain on the 
needs of the majority students.  
Holly. Holly’s class was a combination of teacher- and student-centered learning. She 
employed several literacy strategies in her class, including read-alouds, audio texts, jigsawing, 
explicit vocabulary instruction while reading a text, drawing images to develop vocabulary, and 
using accompanying visuals to comprehend a text. For her ELs, Holly did not modify 
assignments, but instead has less stringent expectations: “The ESL students do all the same stuff 
the rest of them do. I mean, I try to keep in mind that they don’t speak … or, they aren’t fluent, 
so I don’t grade them as hard.” Holly allows the students to use their iPad and Google Translate 
as needed, but she doesn’t generally incorporate it into her lessons. As a first year teacher, Holly 
likes to reflect on the success of her methods and make notes so she can continually improve on 
her practices. While teaching Night, Holly realized that historical background was a stumbling 
block to her ELs’ comprehension in addition to the language, so she learned to provide 
contextual information for all the texts studied in her class. Holly also noted the English 
department-made midterm was nearly impossible for her ELs to pass, but she knew it was all in 
preparation for the LEAP test. She decided to curve the scores and mark the hardest section as 
bonus. 
Kristin. Kristin’s reflection on her pedagogical practices vacillated between awareness of 
the needs of ELs and a resistance to alternative approaches due to standardized testing and the 
needs of the rest of her students. She said, “It’s a shame, really, because exploring different types 
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of literature could be interesting, but it doesn’t prepare students for the test. And you know how 
important THE TEST is.” Her class, which studies American literature, spends much of its time 
on documents from the early American colonies through the 1800s, when most of what was 
written was produced by the White, Anglo-Saxon Founding Fathers. Literature by people of 
color centers on the Black voices of the Civil War, the Harlem Renaissance, and the Civil Rights 
Movement. Kristin reflected, “Our curriculum is definitely not directed toward ESL or other 
cultures … I don’t know if I even can incorporate other voices, or if I do, is it even effective?” 
Kristin’s class is run mostly through student-centered, nontraditional methods, and her literacy 
strategies center on collaborative learning approaches. Kristin indicated that her ELs do well 
when they work with other students because collaboration allows them to develop their language 
skills; however, she cannot always determine whether they truly understood the work or if they 
simply copied from the native English speakers. When examining the Louisiana ELL 
Accommodation form, Kristin said that she already incorporated many of the accommodations in 
her class, particularly extended time, allowing a dictionary/translator (the iPad), and discounting 
spelling errors.  
Tanya. Tanya demonstrated exceptional confidence in her use of best practices for ELs 
due mostly to her many years of experience and knowing what works for her, but also to her own 
willingness to continue reflecting and improving. Tanya prefers nontraditional, student-centered 
learning, and she employs several literacy strategies in her classroom. She has a system of 
collaborative learning teams, frontloads historical and cultural contexts for literature, discusses 
universal themes in the literature, connects texts to popular culture and current events and makes 
connections between texts by revisiting literature and concepts throughout the academic year.  
Tanya said she does not plan specifically for her ELs, but she does “check on them, talk to them 
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one-on-one, I make sure they have their iPad to translate, I explain assignments to them. And 
they get to work with peers, so there is that level of collaborative learning that gives them 
support.” With their peers, Tanya adds, the ELs get to hear English spoken naturally, and she has 
seen them try to follow along with the conversation. Tanya said she does not grade their spelling 
or grammar, and instead focuses on what they are trying to say. She also spoke of the importance 
of building their confidence: 
I try to get them to speak every day. It’s a game—I speak in Spanish, you speak in 
English. They come up with a few words here and there. And they can use their iPads to 
translate, so sometimes they answer me by typing in Spanish and reading the English. 
And when they do their work, they’re typing what they can in Spanish and then writing 
that down in English. 
 
Tanya expressed desire to learn more on her own now that ELs are becoming more prevalent in 
Woodland Parish schools. 
Arlene. Unlike the others, Arlene expressed absolute conviction in traditional, teacher-
centered methods of instruction as the definition of best practices. She urged a return to the 
traditional practices that characterized the beginning of her teaching career, when class was about 
“lecture, taking notes, preparing yourself for college … The classroom teacher wasn’t supposed 
to try to change everything just for one or two kids. The responsibility was on the parents and the 
children.” Literacy practices in Arlene’s class involved students reading aloud, copying notes 
from the PowerPoint, and learning vocabulary as it appears in the text. When asked how this 
worked for her ELs, Arlene replied, “Teaching is teaching. I do what works. I don’t care if you 
don’t speak English, you can learn if you really want to.” From Arlene’s point of view, her ELs 
were responsible for overcoming their language barrier, just as any student who struggled in her 
class would be personally accountable for developing their skills. Arlene did not explain how 
they were to achieve this on their own, only that it was “their responsibility.”  




Interviews with the participants revealed that Woodland Parish is a very small, rural 
district with traditional, conservative values. It is a place where everyone knows everyone, 
making social capital essential to acceptance by the people of this area. The people who live in 
this district are largely working class or below poverty level, and agriculture is one of the 
primary industries of the area. In the schools, Future Farmers of America (FFA) is a popular 
student organization, and the football program is the principal moneymaking activity. The parish 
fair is the largest event in the district, attracting tourism from around the country. The entire 
community takes part in this fair, as it is an opportunity for the farmers to sell their harvests and 
for the students to sell their family’s agricultural products, to compete in the rodeo, or take part 
in FFA competitions.  
Theme discussion. Discussions of “peer interactions” appeared 16 times across all five 
interviews. “SES” appeared only nine times throughout all five interviews. (No) racism also 
appeared nine times across the five interviews. “Racism” alone appeared twice in Holly’s 
interview, while “no racism” appeared seven times throughout the other four interviews. 
Participants describing the Woodland Parish community as “conservative” appeared only three 
times in two of the interviews, while “rural” appeared seven times across all of the interviews. 
“(No) prejudice” appeared seven times in four of the five interviews; “prejudice” alone appeared 
twice during Tanya and Kristin’s descriptions of the community, and “no prejudice” appeared 
five times in four of the interviews. References to student behavior as “politically incorrect” 
occurred eight times in three of the interviews, and the “isolation/transience” of ELs appeared 
seven times in three of the interviews. Table 10 shows the codes, their categories, and the within- 
and across-data groundedness of each code in this theme. 
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Table 10. Theme – Cultural Integration 




Jenna – 0    Arlene – 0 
Holly – 0    Kristin – 2 
Tanya – 1 
Appears 3 times; 
In 2/5 interviews 
Rural Community 
Jenna – 1    Arlene – 1 
Holly – 1    Kristin – 2 
Tanya – 2 
Appears 7 times; 
In 5/5 interviews 
(No) prejudice Community 
Jenna – 2    Arlene – 1 
Holly – 0    Kristin – 2 
Tanya – 2 
Appears 7 times; 
In 4/5 interviews 
(No) racism Community 
Jenna – 2    Arlene – 1 
Holly – 2    Kristin – 2 
Tanya – 2 
Appears 9 times; 
In 5/5 interviews 
SES Community 
Jenna – 2    Arlene – 2 
Holly – 1    Kristin – 2 
Tanya – 2 
Appears 9 times; 
In 5/5 interviews 
Politically 
incorrect Peer Relations 
Jenna – 0    Arlene – 1 
Holly – 3    Kristin – 4 
Tanya – 0 
Appears 8 times, 
In 3/5 interviews 
Peer 
interactions Peer Relations 
Jenna – 3    Arlene – 2 
Holly – 4    Kristin – 5 
Tanya – 2 
Appears 16 times; 
In 5/5 interviews 
Isolation / 
Transience Peer Relations 
Jenna – 2    Arlene – 2 
Holly – 0    Kristin – 0 
Tanya – 3 
Appears 7 times; 
In 3/5 interviews 
Note: The table demonstrates the codes and categories for this theme. Within-data groundedness shows the 
number of times the code appears in each source. 
Race in Woodland Parish. The four participants who were from Woodland Parish said 
that the racial makeup of the schools is an accurate representation of the general racial makeup of 
the area, but that prejudice or racism between Black students and White students is not really an 
issue. Tanya explained, “People tend to gravitate toward their own … not that they view each 
other negatively, but they go with the familiar, so I think that’s more of a motivation for any kind 
of segregation you’d see.” In the community, she said, people live where they have always lived, 
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and any social segregation is a remnant of the pre-Civil Rights era when Woodland Parish served 
as one of the capitals of the Ku Klux Klan. Both Tanya and Arlene insisted that no one in the 
community now wants to align themselves with the Klan, and that it is only the older generation 
of residents who hold on to racist beliefs. The students, Tanya said, mix together well regardless 
of race:  
At least for ten years, I’ve never heard racial hatred from my students. They don’t care, 
you know?! It’s not something they grew up with. Well, there are parents or grandparents, 
really, who still hold on to segregation, don’t mix the races, but kids today don’t think 
like that. They see interracial dating on TV or the internet, their friends do it, so it’s not a 
shock to them. 
 
Arlene and Kristin felt that the students have not shown overtly racist behavior, but that they are 
prone to political incorrectness. This did not concern Arlene, who commented that students will 
call each other the “n-word” whether they are Black or White, and although she thinks it is an 
“ugly word” and does not allow it in her class, Arlene interprets this as a positive indicator that 
students are not driven by race. Kristin remarked on her students’ tendencies to joke about each 
other’s politics or to bemoan anything “liberal,” but she also noted that there never seems to be 
racial tension. Holly, who came from a White suburban background, admitted to feeling 
uncomfortable with the number of Black students she taught because she was hyper aware of her 
place of privilege as a White, middle class woman. She said, “I want people to correct me if I do 
something. If I say something that is offensive, don't be afraid to say, ‘No, hey, that's offensive’ 
because I wouldn't ever want to offend anybody.” Tanya, Arlene, Kristin, and Jenna all agreed 
that the most influential characteristic of the area was SES rather than race. Jenna said: 
The teachers are well aware that this is the environment in which we teach and these are 
the things we need to do to give [our students] a good environment to come to, because 
sometimes it’s the best one they have where they get to eat. And the district makes sure 
that the kids are eating and they give their administration leeway to clothe the students if 
that’s what necessary. To assist them in sports where financially they might not be able to 
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play. To be involved. But outside of that, there doesn’t seem to be a need to address any 
kind of race or discrimination. 
 
These participants view SES as the feature which defines and unifies the people of their district, 
regardless of race, ethnicity, gender, politics, or religion. As a result, the participants and their 
students viewed the working class ELs as the same as everyone else, albeit with a language 
barrier.  
Jenna. Jenna recognized that her ELs were intelligent students, and that their struggles 
with their classwork stemmed both from the language barrier and from their feelings of isolation 
among their peers. In order to draw in her ELs, Jenna made efforts to reach out to them during 
class: “The only way to connect was to engage with the little bit of Spanish that I know to try to 
make them recognize that I noticed them.” Jenna said the other students found the ELs 
“interesting and cool,” but didn’t know how to talk to them because of the language difference. 
One of her ELs from the previous academic year, “Joshua,” started out feeling at a disadvantage 
because he did not understand the culture, but once he joined the soccer team, he became a 
“completely different kid … He’s found acceptance there doing something he really likes, and 
his cultural differences now make him feel special. So getting involved really makes a 
difference.” Jenna’s perspective was that ELs, like any teenager, might struggle to fit in at first, 
but if they open themselves up to others or find one group they can become part of, then they 
will integrate into the Woodland Parish culture with ease. She expressed concern that teachers 
would not be able to help ELs adjust because they do not always understand the ELs’ language or 
their culture.  
Kristin. Kristin commented on the odd mix of “ribbing” and respect among her male 
students. She claimed that most of the boys, both Black and White, refer to her Hispanic ELs as 
“Mexicans” no matter how many times she explains why this is incorrect. For Kristin’s students, 
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“ribbing” is a way to be friendly and is a sign of acceptance. Her ELs, “Carlos” and “Julio,” 
smile when the other students tease them, but do not have the language yet to respond. To be 
truly a part of the community is to joke back, the way Kristin’s one Arabic student did. “Nabil” 
joked with his peers about being a terrorist, “knowing that if he made the jokes first, the others 
wouldn’t.” Kristin theorized that the ESL students whose families try to put down roots, as 
opposed to the migrant students, are likely to be viewed more positively in the community: 
Well, we have been known to get migrant students who come for a while then leave. I 
think their families kind of work on the other students’ farms or they work with their 
parents on the bigger farms. So they probably view the Hispanic immigrants as 
something lower? You know, because they’re not permanent and they don’t speak the 
language? But I know one girl, she’s Hispanic but she speaks English, her dad speaks 
English and helps organize the migrants because he’s bilingual. So the ones who are here 
permanently and who speak English are respected, you know, while the ones who are 
new are kind of looked at like they’re not as good because they’re temporary or illegal. 
But the students still work with them in groups and they love teaching them curse words. 
So it’s a weird mix of emotional prejudice against immigrants and friendliness toward the 
actual Hispanic immigrant kids in the class. 
 
From Kristin’s perspective, cultural integration into Woodland Parish society is simple. ELs who 
attempt to become part of the community and who take part in joking with the other students are 
accepted among their peers.    
Holly. Holly expressed relief that her ELs had been in school for a while and had already 
become part of the community. “Jose,” one of her Hispanic ELs, lived with an American family 
and was very social, and “Pedro,” another Hispanic EL, was practically fluent and had many 
friends. She was initially surprised that her ELs did not keep only to themselves, but she was 
happy to note that the Black and White students got along well not only with each other, but also 
with the ELs. It was a shock, then, when Holly realized that “trash talk” was one of her students’ 
favorite methods of communication. Holly described her experiences with her students’ political 
incorrectness as particularly challenging. Jose jokingly called Pedro a Mexican, and when Holly 
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tried to correct him, the other students said, “Well, he can say that! He’s Mexican!” even though 
Jose was not Mexican. Similarly, one male student remarked, “Priuses are gay,” and when Holly 
tried to explain why this was an offensive statement, he said, “But I’m gay, I can say that.” In 
Holly’s case, the ELs had already become integrated into the social culture, and she was the 
outsider trying to find her place. Whereas the other teachers would address the potentially 
offensive language while simultaneously understanding the intention behind it, Holly was 
shaken: “Not addressing it is being complicit, you know? But then I don't want to overly chastise 
the person who said it, because [I don’t want] to shut them down or shame them, you know?” 
For Holly, cultural integration for her ELs has not been a problem. 
Tanya. Tanya’s ELs, “Litzy” and “Eduardo,” were brand new to the United States, but 
due to their age, they were taking senior-level classes. This put them at a disadvantage both 
culturally and socially. Tanya said they were very quiet in class, so the other students didn’t 
really notice them at first. However, after Tanya partnered her ELs with English-speaking 
students, Eduardo and Litzy got along with their classmates and started trying to communicate. 
Tanya said, “[The other students] will come in and say ‘Buenos días,’ and Eduardo and Litzy will 
smile and say, ‘Good morning.’” Tanya also made it a point to interact with her ELs one-on-one 
every day. She said even though it is unlikely they will graduate from high school due to their 
migrant status and late start, she felt it was important that they practice English as often as 
possible so they could succeed in this country.   
Arlene. Arlene was the only participant who did not express an interest in whether her 
ELs adjusted to their new cultural surroundings. She described her ELs as not causing 
disruptions, and “keeping to themselves.” She assumed they were embarrassed about their 
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accents, but felt they knew more than they would admit. She claimed the other students 
sometimes would try to talk to them, but for the most part, the ELs remained quiet. 
Struggles and Supports 
Every participant alluded to the fact that ESL is not a priority in Woodland Parish due to 
the low percentage of ELs in the district. Jenna, Holly, Kristin, and Tanya named the iPad and 
Google Translate as the one support tool given to them specifically for ELs, while Arlene stated 
they did not have an iPad when she taught ELs the previous year. It is unclear whether Arlene’s 
students were not given iPads or if they simply did not use them in her classroom. All 
participants demonstrated an awareness of the lack of ESL classroom tools in addition to their 
lack of training; however, Arlene felt there was no need for specific ESL tools or training.  
Theme discussion. The code “ESL behavior” appeared 15 times throughout the five 
interviews, ten of those times in Holly and Kristin’s interviews. “Teacher confidence – general” 
appeared ten times across all five interviews, while “Teacher confidence – ESL” appeared 12 
times across four interviews. When asked about her confidence regarding ESL, Arlene changed 
the subject to discuss her confidence in general and the success of traditional teaching methods, 
and to refer to ESL students as the same as all other students. “iPad/Google Translate” occurred 
11 times throughout four interviews. In Arlene’s interview, the researcher asked if the ESL 
students had access to iPad/Google Translate, to which Arlene responded in the negative. “(No) 
curricular support” appeared five times in four of the interviews, and “(No) emotional support” 
appeared four times in three of the interviews. “Neglect” appeared twice in only two of the 
interviews as Jenna and Kristin reflected on their practices or school policies toward EL 
inclusion. Table 11 shows the codes, their categories, and the within- and across-data 
groundedness of each code in this theme.  
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Table 11. Theme – Struggles and Supports 




- general Confidence 
Jenna – 2    Arlene – 1 
Holly – 3    Kristin – 2 
Tanya – 2 
 
Appears 10 times; 
In 5/5 interviews 
Teacher confidence 
- ESL Confidence 
Jenna – 3    Arlene – 0 
Holly – 3    Kristin – 3 
Tanya – 3 
 
Appears 12 times; 
In 4/5 interviews 
iPad/Google 
Translate Resources 
Jenna – 4    Arlene – 0 
Holly – 1    Kristin – 3 
Tanya – 3 
 
Appears 11 times; 
In 4/5 interviews 
(No) emotional 
support Resources 
Jenna – 2    Arlene – 0 
Holly – 0    Kristin – 1 
Tanya – 1 
 
Appears 4 times; 
In 3/5 interviews 
(No) curricular 
support Resources 
Jenna – 2    Arlene – 1 
Holly – 1    Kristin – 1 
Tanya – 0 
 
Appears 5 times; 
In 4/5 interviews 
Neglect Class Experience 
Jenna – 1    Arlene – 0 
Holly – 0    Kristin – 1 
Tanya – 0 
 
Appears 2 times; 
In 2/5 interviews 
ESL behavior Class Experience 
Jenna – 1    Arlene –3 
Holly – 5    Kristin – 5 
Tanya – 1 
 
Appears 15 times; 
In 5/5 interviews 
Note:  The table demonstrates the codes and categories for this theme. Within-data groundedness shows the 
number of times the code appears in each source. 
 
Jenna. Jenna described how the Google Translate app on the student’s iPad was 
important to her ELs’ success in class. When she would talk to her ELs one-on-one, Jenna would 
type her questions or explanations into the app to make sure her ELs understood what they were 
to do. It also encouraged more independent work from the student—once they translated 
assignments or texts, they could type their responses in their native language and translate it to 
English. Other than this, Jenna said that there was no curricular support for ELs and that the 
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majority of her attention was focused on the rest of her students’ needs. Most of her students, 
Jenna said, are not intrinsically motivated and are struggling academically, so the ELs tend to 
disappear in the middle of large class sizes that require constant guidance. In addition to this 
struggle, Jenna has also received incorrect information regarding one of her ELs. Jenna’s 
principal told her that “Appo,” an EL from the previous year, spoke Spanish, so Jenna used the 
iPad to translate English into Spanish for him. While he did understand a little Spanish, Appo 
actually spoke an indigenous Mayan language. Jenna did not find this out until after a few weeks 
of instruction. 
Holly. Holly felt there were no ESL supports outside of the iPad. She explained that as a 
first year teacher, she tried to be reflective and ask questions to become a stronger educator in 
general. She also found support online through social media and teacher websites which 
provided advice, ideas, and content to use in her classroom. Holly considered the curriculum to 
be outdated and not in culturally accessible to ELs or to her mainstream population, so she tried 
to use her online research to address this problem. She was happy that her ELs understood 
enough English to survive in a mainstream class, but she struggled to balance their needs with 
those of the majority: “Jose wants you looking at things, checking things, reading things for him. 
And I want to be able to do that, but it's hard to be able to do that in a class with 28 kids.” The 
other students were a constant distraction from the ELs, not only because there were so many of 
them to keep track of, but also because several of them presented discipline problems. Holly felt 
the parents in the district either did not value education or did not do enough to discipline their 
children.  
Kristin. Kristin acknowledged that the only real support she and her ELs received was 
the use of the iPad. Otherwise, she struggled with feeling “unprepared” and “lost,” so she instead 
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focused on teaching the majority since she was confident in her ability to do that well. Kristin 
felt that her expectations for her ELs were not very high because of the stress of standardized test 
preparation and “so many years teaching to the middle,” where, she said, “I have so many kids 
reading below grade level that I focus all on them and just appreciate the English learners being 
quiet.” 
Arlene and Tanya. The two veteran teacher participants, Arlene and Tanya, expressed 
the fewest concerns regarding ESL education in Woodland Parish. Arlene’s only struggle with 
her ELs was being unable to read what they turned in. Tanya did not mention any struggles, 
having had complete confidence in her abilities as a teacher and in the strategies she used with 
her ELs. While she intended to research ESL literacy strategies for future ELs, she felt confident 
that the methods she used this year were sufficient and appropriate.  
Tough Love and Pragmatism 
The participants’ emotional responses to the ELs reflected the traditional values the 
participants spoke of that characterize the area. All participants expressed positive feelings 
toward their ELs as quiet, hardworking individuals, and they all said they view ELs as having the 
same potential and abilities as everyone else. As a result, three participants exhibited a kind of 
“tough love” rooted in respect toward their ELs—understanding their unique position as 
language minorities, but also holding high expectations for their performance as students.  
Theme discussion. The participants’ “expectations” appeared ten times across all 
interviews. The idea that learning is the “students’ responsibility” appeared six times in three of 
the interviews, with four of these times occurring in Arlene’s interview. The belief that ELs are 
“like everyone else” appeared five times across the five interviews. “Standardized testing” 
occurred as the participants’ focus eight times in four of the interviews. “Reach out to EL” 
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appeared seven times in four of the interviews, while “don’t think about it” appeared three times 
in two of the interviews. The codes “blend in” and “(ESL) not a priority” both appeared four 
times across three of the interviews. Table 12 shows the codes, their categories, and the within- 
and across-data groundedness of each code in this theme.  
Table 12. Theme – Pragmatism and Tough Love 




about it Teacher’s Focus 
Jenna – 0    Arlene – 1 
Holly – 0    Kristin – 2 
Tanya – 0 
 
Appears 3 times; 
In 2/5 interviews 
Reach out to EL Teacher’s Focus 
Jenna – 2    Arlene – 0 
Holly – 2    Kristin – 1 
Tanya – 2 
 
Appears 7 times; 
In 4/5 interviews 
Standardized 
testing Teacher’s Focus 
Jenna – 0    Arlene – 3 
Holly – 1    Kristin – 3 
Tanya – 1 
 
Appears 8 times; 
In 4/5 interviews 
Expectations Teacher’s Focus 
Jenna – 1    Arlene – 4 
Holly – 1    Kristin – 2 
Tanya – 2 
 
Appears 10 times; 
In 5/5 interviews 
Student 
responsibility Teacher’s Focus 
Jenna – 1    Arlene – 4 
Holly – 0    Kristin – 1 
Tanya – 0 
 
Appears 6 times; 
In 3/5 interviews 
Blend in Majority Needs 
Jenna – 1    Arlene – 0 
Holly – 0    Kristin – 2 
Tanya – 1 
 
Appears 4 times; 
In 3/5 interviews 
(ESL) Not a 
priority Majority Needs 
Jenna – 2    Arlene – 0 
Holly – 1    Kristin – 1 
Tanya – 0 
 
Appears 4 times; 
In 3/5 interviews 
Like everyone 
else Majority Needs 
Jenna – 1    Arlene – 1 
Holly – 1    Kristin – 1 
Tanya – 1 
 
Appears 5 times; 
In 5/5 interviews 
Note:  The table demonstrates the codes and categories for this theme. Within-data groundedness shows the 
number of times the code appears in each source. 
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“Tough love” and Arlene. Arlene said, “They’re just like any other kid who has a hard 
time at home. That ain’t no excuse. Do you know how many kids we have that come from a hard 
background?” She also noted that her “Spanish boys” from the previous year ended up passing 
her class, all without an iPad or ESL interventions. Arlene’s concept of tough love was expecting 
all of her students—not just ELs—to overcome their difficulties outside of class.  
“Tough love” and Jenna. Jenna noted that her ELs often scored higher than her other 
students despite the language barrier. She credited this to their hard work, saying, “Their success 
really depends on how much effort they put in … I have high expectations for all my students. 
The ESL students are no different. Whether they understand or succeed is another thing.” Jenna 
alternated this kind of tough love with her otherwise nurturing methods, such as offering to work 
individually with students during class to help scaffold or redirect their learning.  
“Tough love” and Holly. Holly exhibited tough love toward her ELs in her requirements 
for their behavior. In reference to their tendency to use politically incorrect language in class, 
Holly said, “I don’t want to say my expectations for them are too high, but I’m having to be 
adjusting my expectations of maturity level.” All of Holly’s ELs were comfortable using English 
and had already become acclimated to the culture of Woodland Parish, meaning they participated 
in what Holly called “trash talk.” Holly’s refusal to accept potentially offensive language went 
against the culture of the area, but it was founded in her desire to establish a culturally sensitive, 
safe environment in her classroom. 
 Pragmatism. The participants also expressed their desire for the ELs to succeed, but 
Jenna, Arlene, and Kristin confessed to viewing the situation pragmatically and deprioritizing the 
ELs’ needs in favor of the majority. Addressing the greatest need, they said, was more practical 
than ignoring the majority to focus solely on two or three of their students. Arlene, Holly, and 
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Kristin admitted to being so overwhelmed with the majority of their students and their many 
needs that they often overlooked the needs of their ELs. Kristin said she sometimes forgot about 
her ELs: “Not that I forget their presence, but I forget they don’t understand English. They never 
ask me questions. But they have the iPad to help them.” Holly felt that ELs were not getting the 
level of scaffolding or intervention they needed, but at this point in her career she was operating 
“lesson plan to lesson plan,” her energy “just focused on just getting through [her] first year.” 
Arlene explained that she did not have the time or energy to change her teaching for the migrant 
students she had who would not even remain in the school. She said her attention was better 
spent on the 30 other students in the room who needed her guidance.  
Tanya and pragmatism. Tanya also took a practical approach to teaching her ELs; 
however, instead of deprioritizing their needs, she set expectations that were high yet realistic. 
She expected them to work with their peers and complete the same assignments as every other 
student; however, she was lenient when she graded their work. Tanya said, “They’re doing what 
English speaking students are doing, which is challenging! So I don’t think it hurts anybody if 
I’m a little easier on them than the others. They’re still working hard!” Tanya stated that she 
wanted to help her ELs to understand English so they could do well in the world, but she also 
suggested that she did not feel pressured regarding their academic success since they had no 
standardized tests nor were they planning on graduating.  
Summary 
This chapter presented the participants’ perspectives on ESL training and education in 
Woodland Parish. Five overarching themes emerged from this data: (1) Lack of ESL Training, 
(2) Best Practices Instruction, (3) Cultural Integration, (4) Struggles and Supports, and (5) Tough 
Love and Pragmatism. The next chapter will address the research questions. 
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CHAPTER V. DISCUSSION AND CONCLUSION 
This research sought to shed light on the phenomenon of ESL education in a rural 
Louisiana district through an embedded case study approach. While most ESL education 
research has shown that teachers in the United States are generally unprepared to use effective 
literacy strategies for their ELs (Ballantyne, Sanderman, & Levy, 2008; Durgunoğlu & Hughes, 
2010; Scanlon & Lopez, 2012), this study examined the factors which form the unique 
sociocultural situations that set rural Louisiana apart from other research sites. The following 
discussion investigates the research questions which guided this study, giving special emphasis 
to the theoretical lenses through which the data was analyzed and relating these findings to the 
existing researched literature. 
Pre-Service and In-Service ESL Training 
The first research question guiding this study was “How do teachers perceive their pre-
service and in-service training for ELs?” The overwhelming response was that ESL training did 
not exist during the teaching certification process nor during school- or district-based PD. As 
English teachers, all participants had studied literacy strategies during their pre-service learning, 
and they noted that some of the PD opportunities at their schools involved writing instruction in 
preparation for standardized tests. It is clear that the participants’ pre-service training failed to 
meet the criteria for effective development (Birman, Desimone, Porter, and Garet, 2000; Bohon 
et al., 2017; Bernhard, Diaz, & Allgood, 2005; Nguyen et al., 2013), which should include 
reflection and service learning (Uzum et al., 2014) and a rigorous understanding of students’ 
backgrounds and linguistic development (Walton et al., 2002). The participants’ ongoing PD also 
failed to include ESL strategies, although it is a crucial part of developing teacher effectiveness 
(Birman, et al., 2000; Carver & Katz, 2004; Desimone, Porter, Garet, Yoon, & Birman, 2002; 
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Easton, 2008; Jonson, 2002; Joyce & Showers, 2002; McCaughtry, Martin, Kulinna, & Cothran, 
2006; McLaughlin & Talbert, 2006; Moir & Gless, 2001). The teachers who obtained 
certification most recently underwent coursework on differentiation and multiculturalism, as did 
the veteran teacher who had obtained National Board Certification. While their differentiation 
and multicultural awareness training did not explicitly address language minorities, the methods 
employed in each are applicable to ELs in a mainstream classroom. These participants still 
require PD in order to prevent stagnation of the skills they developed (Coady et al., 2016). 
The significance of pre-service and in-service educational training is evident in many 
teachers’ perceived self-efficacy. Research shows a link between high quality teachers, effective 
training, and high levels of expressed self-efficacy (Berman et al., 1977; Durgunoğlu & Hughes, 
2010; Guskey & Passaro, 1994; Locke & Latham, 2006). The majority of participants—Jenna, 
Arlene, Kristin, and Holly—expressed a strong sense of self-efficacy in their general education 
abilities as a result of their pre-service training. However, the three participants who had received 
their certification within the last 10 years—Jenna, Kristin, and Holly—conveyed varying levels 
of uncertainty towards ESL since they had not received ESL-specific instruction either during 
teacher certification or in-service PDs. Rather than dwelling on their lack of confidence in ESL 
strategies, they focused on their confidence with the mainstream students who they had been 
trained to teach. Similar to the findings in Durgunoğlu & Hughes’s (2010) study of teacher 
preparedness for ESL, the participants’ lack of self-efficacy regarding ESL strategies led them to 
doubt their own ability and disengage from the ELs to concentrate on the majority of students. 
Only one participant—Tanya—expressed dissatisfaction with her pre-service training for both 
general education and ESL education. Instead, she felt that her training with National Board was 
the most effective PD she had ever experienced, and that the skills she gained from it improved 
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her sense of self-efficacy for her English-speaking students and her ELs (Bernhard et al., 2005). 
Much like the teacher in Mohtar’s (2017) study, Tanya’s post-baccalaureate training increased 
her self-efficacy, which in turn increased her expectations for her ELs and empowered them to 
learn more. 
Jenna 
Jenna expressed the highest satisfaction with her pre-service differentiation and diversity 
training, stating that the LRCE was very effective in teaching “awareness of students and their 
cultural needs.”  Jenna felt most confident in employing literacy strategies in her class, and she 
was very confident in her potential a novice teacher: “I am still learning and encountering new 
experiences as I go, but the more I practice, the better I become.” Regarding ESL, however, 
Jenna conveyed low self-efficacy to the point of helplessness: “I don’t feel there’s really 
anything I can do for them to help them without assistance or without content because of their 
language … So I don’t think there’s anything—no justice being done for the student.” Although 
she gave her pre-service training a high rating in terms of cultural sensitivity, Jenna still 
professed herself unprepared to teach ELs. To deemphasize her lack of knowledge in ESL, Jenna 
instead focused on her perceived teaching strengths with her mainstream students, citing the fact 
that, due to their position as the smallest minority in her school, the ELs were not the priority at 
this time.  
Kristin 
Kristin claimed her pre-service training adequately prepared her to use best practices in 
the classroom, but it did nothing to prepare her for ESL. She recalled one class about 
multiculturalism which addressed the concept primarily in terms of how to meet the needs of 
Black students. The strategies it presented for other races or ethnicities involved food, holidays, 
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and children’s books, none of which Kristin thought would be beneficial to a high school English 
class. Like Jenna, Kristin felt her diversity training was insufficient in helping her teach ELs, 
resulting in her confidence being “a 2 out of 10” for her Hispanic students: “Now that I’m 
thinking about it, I’m really embarrassed because I don’t do a lot with them. I don’t know … I 
don’t even know where to begin.” Kristin felt differently toward Nabil, her Arabic student. 
Although he was an EL, Nabil’s grasp of the English language was very strong, and he was an 
eager participant in class. Kristin said she felt confident teaching him because he was a strong 
student. In this instance, the combination of Kristin’s training for best practices in literacy and 
Nabil’s efforts as a student increased her sense of self-efficacy regardless of the fact that he was 
an EL.  
Holly 
Holly expressed a strong sense of self-efficacy in her potential to learn and her 
reflectiveness as an educator, but she was slightly hesitant regarding her sense of efficacy in ESL 
integration in the mainstream classroom:  
I hadn’t really thought about it. I mean, I believe in myself and what I can do, and, my 
ability to learn to do things … Now I’m starting to wonder … I feel bad that I don’t 
already know what I’m supposed to do, but you know, I can look it up, do some research, 
just keep trying. 
 
Like Jenna and Kristin, Holly regarded her pre-service training as a strong foundation from 
which to teach, leading her to be confident in her general pedagogical practices. Although Holly 
was uncertain about her current knowledge of ESL instruction, she felt confident that should 
could learn it quickly for future classes. She considered her pre-service observation with ELs in a 
mainstream classroom as an eye-opening event which, although it did not teach her specific 
strategies, gave her some insight into the reality of ESL education: “I actually got to experience 
what it’s like to try to communicate with someone who doesn’t speak your language and really 
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see where the struggle is.” After she began teaching, Holly’s sense of self-efficacy with her ELs 
was heightened when she realized the ones she taught already understood enough English to 
function well in her classroom.      
Arlene 
Arlene expressed very high confidence in her own abilities, her sense of self-efficacy 
stemming from her so-called “old school” approach to teaching which removed responsibility for 
learning from the teacher and placed it on the students. According to Arlene, her pre-service 
training involved lesson planning, classroom management, and how to teach literature, all of 
which fell under the traditional approach of “lecture, take notes, prepare for college.” Arlene was 
not disturbed by her lack of ESL pre-service training or in-service PD, feeling that special 
treatment for any population of students would be a disservice to them in the long run. This 
presents a problem with the idea of training, self-efficacy, and teacher effectiveness: Arlene’s 
outdated teaching methods were the direct result of her pre-service training, and she remained in 
complete agreement with these practices for the entirety of her career. The question is whether 
perceived self-efficacy is a reflection of quality training and an accurate predictor of effective 
instruction. In Arlene’s case, her training was effective in teaching the educational values of the 
time, and Arlene’s confidence in using these strategies is well-founded. However, she remains 
entrenched in her original training and chooses not to accept continued PD or changing values. 
One must therefore consider self-efficacy or confidence as a strong predictor of a teacher’s 
abilities in his or her own methods and fields of expertise. 
Tanya 
Unlike the others, Tanya credited her confidence to her many years of experience and her 
faith in the best pedagogical practices she has honed since obtaining National Board 
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Certification. Tanya’s perspective was that pre-service training does not actually prepare 
educators for the rigors of teaching:  
When you’re in college, you don’t really know what to expect. You don’t have 
experience, so you learn about teaching in theory, but it doesn’t become real until you’re 
in your own classroom and trying things out. Student teaching isn’t even the same 
because you have a mentor there who tells you what to do and walks you through. Then 
when you’re in your own classroom for the first time and you’re alone, that’s when you 
forget everything you learned and have to figure it out all over again. 
 
Tanya claims she truly learned to be a teacher in the middle of her career by undergoing the 
National Board Certification process, which where she learned the skills necessary to instruct 
ELs. Although it was not specifically ESL training, National Board Certification taught Tanya 
“multiculturalism and differentiation, depth of knowledge of my content, knowledge of my 
students, and constant reflection and adaptation for student needs.” This in-service training 
founded Tanya’s strong sense of self-efficacy, empowering her to create a supportive classroom 
environment in which the ELs were actively involved in the learning process.  
Ability to Implement Culturally Responsive Pedagogical Practices for ELs 
The second research question in this study was “How do the teachers perceive their 
ability to implement culturally responsive pedagogical practices for ELs?” This question is most 
succinctly answered with two sentences: “I don’t think about it,” and “The ELs do the same 
things everyone else does.” Overall, the participants fail to go beyond the basics of good 
teaching (Harper & De Jong, 2004), and in viewing their ELs as the same as all the other 
students, the participants fail to address the combination of culture and language acquisition that 
makes their ELs’ needs different (Coady, 2016). Four out of five of the participants admitted to 
not having given too much thought into whether they use culturally responsive pedagogical 
practices for ELs, and all five participants stated that their ELs do the same things as the rest of 
their students. It was clear that none of the participants understood the nuances of culturally 
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responsive pedagogy, as each of them assumed it only meant incorporating literature from other 
cultures and celebrating “food and holidays.” Indeed, this demonstrates the inconsistency 
between best practices in teacher education programs versus those that truly support ELs 
(Ballantyne et al., 2008; Cadiero-Kaplan & Rodriguez, 2008; Lucas & Villegas, 2013; 
Rubenstein-Avila & Lee, 2014; Waxman & Tellez, 2002).  
All participants communicated a genuine belief in their ELs’ abilities to learn, which is an 
important part of culturally responsive teaching (Aronson & Laughter, 2016; Brown-Jeffy & 
Cooper, 2011; Gay, 2004, 2013, 2018; Ladson-Billings, 1995; McGee Banks & Banks,1995; 
Nieto, 1999, 2012, 2013), but it was unclear whether they communicated these beliefs to the 
students themselves. Four of the five participants tried using collaborative and student-centered 
learning at some point in their instruction, which is another aspect of culturally responsive 
teaching; however, only one of them was comfortable enough to maintain a student-centered 
classroom while the others relied on more traditional methods for the majority of their 
instruction.  
Standardized testing has also affected the participants’ ability to incorporate culturally 
responsive pedagogy (Cadiero-Kaplan & Rodriguez, 2008; Stein, 2011). In terms of literature, 
each of the participants had certain curricula to follow, most of which was the canon of classic 
literature that emphasized White writers from past eras. Jenna, Holly, and Kristin explained that 
preparation for standardized tests dictated the types of assignments they gave and the texts they 
read, leaving no room for multicultural literature. Arlene remained staunchly traditional in her 
curriculum, despite her course not having a corresponding standardized test. Tanya said her 
curriculum was not easily conducive to multicultural literature, but that she supplemented the 
curriculum whenever possible to engage her students’ interests.  
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One area of concern regarding the participants’ perceptions of culturally responsive 
pedagogy in their classes is the political incorrectness of the mainstream students. The four 
participants from Woodland Parish brushed off their students’ behavior as good-natured teasing 
which signified acceptance in the community. Although the participants claimed they did not 
allow racist remarks in their classes, it is difficult to determine whether the participants fostered 
an environment of respect for their ELs by teaching students to “know and praise their own and 
each others’ cultural heritages” (Gay, 2018). Tanya’s description of her students’ interactions 
with the ELs implied that their maturity level was higher than others, and that even the widely 
accepted “ribbing” did not take place in her room. Holly, the one participant who was raised in 
another district, made assertive efforts to combat this behavior in her classes in the hopes of 
establishing a supportive learning atmosphere. 
Jenna 
Jenna stated that the majority of her students responded to more traditional methods, but 
that she tried to integrate collaborative learning and higher order thinking into each lesson. She 
believed herself capable of learning how to integrate culturally responsive pedagogy, but when 
reflecting on her current ability to teach ELs, Jenna said she does what she can, but often feels as 
though she does not know what she is doing. Jenna conceded that she had not given much 
thought as to how she could modify her curriculum or assignments for her ELs. Other than 
disregarding spelling and grammar errors on her students’ assignments, she said she relied on the 
iPad and Google Translate to take care of the language barrier. She also claimed that preparing 
her students for the LEAP test discouraged her from altering the curriculum to include culturally 
responsive literature. Jenna did, however, demonstrate a low level of cultural responsiveness 
through nurturing behavior. She reached out to her ELs one-on-one during class to ascertain their 
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understanding, she spoke a little bit of Spanish to engage them, and she allowed them to work 
with a partner on all assignments. In this case, Jenna’s low sense of self-efficacy, and her 
preoccupation with the majority of students and standardized tests prevented her from expanding 
upon her classroom practices to create truly culturally responsive pedagogy for her ELs. 
Kristin 
Like Jenna, Kristin talked about the all-encompassing LEAP test and how it influenced 
the entire curriculum. Kristin indicated that she would be interested in using culturally 
responsive literature in her class, but that she did not see a way around the curriculum. Kristin’s 
content was American literature, which heavily emphasized early American writings by White 
colonists and the Founding Fathers. She said that literature by people of color only appeared 
during the study of Civil War literature, then later during studies of 20th century literature units 
like the Harlem Renaissance and Civil Rights Movement texts. These multicultural texts were 
almost exclusively Black literature, thus demonstrating the Black/White dichotomy that 
dominates culturally responsive education in Louisiana. Kristin’s preoccupation with 
standardized testing led her to neglect her ELs, trusting the iPad and Google Translate to provide 
ESL instruction.  
Kristin demonstrated a basic level of efficacy in using culturally responsive pedagogy by 
allowing her Hispanic ELs to work collaboratively with others and by taking their fluency levels 
into consideration when grading their assignments. Her Arabic student, on the other hand, 
received the most culturally responsive instruction in her class because he spoke English well 
and was able to make connections between the literature they studied and his own culture on his 
own. Kristin explained: 
If we’re working on poetry, he’ll ask about the meaning of some words, which the other 
kids don’t know what that word is. He’s unafraid to put himself out there. And it gives 
       
 
93 
me opportunities to address things in class so other kids can understand. Like, we address 
metaphors and imagery. And his culture actually has some beautiful poetry, so he really 
likes that. 
 
Kristin indicated that her ability to provide culturally responsive pedagogy for ELs was impaired 
by the district’s focus on standardized tests and by her unfamiliarity with teaching practices for 
language minorities.  
Holly 
 Holly was the only participant to label the curriculum as “outdated” and “out of touch.” 
She said the curriculum addressed only “Black people, White people, and Jewish people,” but 
that she followed it with fidelity because she thought it would help her students prepare for the 
LEAP test. Holly considered herself well-prepared to incorporate culturally responsive 
pedagogy, but admitted that she was more focused on surviving her first year as a teacher. Based 
on Holly’s description of her teaching practices, she demonstrated a moderate level of culturally 
responsive pedagogy as she encouraged collaborative learning when possible, integrated articles 
and other resources to engage student attention, occasionally employed student-centered learning 
practices like jigsawing, and tried to promote discussion of how cultures or races might view 
things differently. Holly stated that she would continue to reflect on and improve her methods to 
develop culturally responsive pedagogy the next school year. 
Tanya 
Tanya stated that the course content—British literature—was not easily adapted to the 
cultures of her ELs from Central America; however, she encouraged cultural 
relevance/responsiveness through the major themes explored in the literature. Tanya said she 
would ask her ELs their thoughts on universal themes “like family, honor, envy, or glory, but 
they [would] provide those connections. And [they] did projects and essays where they got to 
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think about these things in a personal context.” She cited one example of “bravery” as a theme, 
and her ELs wrote about their personal bravery coming from their old country and starting a new 
life in the United States. Tanya has demonstrated cultural sensitivity toward her ELs by taking 
their backgrounds into consideration, teaching in a way that is similar to their cultural learning 
styles, establishing an equitable community of learners, fostering student-centered learning and 
collaboration, having high expectations for her ELs, and helping to build connections between 
the curriculum and personal experiences. Tanya alluded to her practice of incorporating articles 
and popular culture in her curriculum, and in the future she plans to expand her culturally 
responsive pedagogy to include literature, articles, or popular culture from her ELs’ cultural 
backgrounds. 
Arlene 
Contrary to the other participants, Arlene was determined to use traditional methods of 
education. While this choice may have been culturally reflective of Woodland Parish, it did not 
incorporate culturally responsive pedagogy for minorities or ELs. Indeed, Arlene held a negative 
opinion of most current teaching methods, including culturally responsive pedagogy, special 
education students in least restrictive environments, and student-centered learning:  
Back then, if a student was slow or had a learning disability, they would be pulled out to 
go to a remedial class, get one-on-one attention. The classroom teacher wasn’t supposed 
to try to change everything just for one or two kids who can’t read or can’t do math. The 
responsibility was on the parents and the children, and the remediation teacher took care 
of slowing down the instruction. And in high school, you know, they had to take care of 
themselves. They were motivated to keep up or get left behind. 
 
To Arlene, an efficacious teacher was one who did not “bend over backwards” to “entertain” 
students; rather it was one who had high expectations for students and who pushed students to 
grow up as responsible, self-reliant people by overcoming difficulties on their own. ELs, of 
course, were no exception. When asked if there was anything preventing Arlene from 
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successfully teaching ELs, she said, “Well, it would help if they knew the language, but that’s 
something they gotta overcome.” 
Tangible, Informational, and Emotional Supports for ELs 
The third research question asked, “How do the teachers perceive the district’s approach 
to tangible, informational, and emotional supports for ELs?” All participants responded that aside 
from the iPad and Google Translate, there was no tangible, informational, or emotional support 
for ELs nor for teachers. The ELs simply were not a priority; rather, they were victims of 
decreased funding and unobtained resources (Baird, 2008; Ostrander, 2015). However, the fact 
that they were given iPads showed a slight improvement in their social capital and ability to 
influence educational policy (Acar, 2011). Arlene’s ELs the previous year were not given iPads, 
but as the EL population had shown slow but steady growth, the district invested in this 
technology to help address their needs. Jenna, Holly, Kristin, and Tanya all agreed that while 
they appreciated the iPad and sometimes relied on it too much, it was no substitute for actual 
ESL support services. In addition to the inadequacy of district-provided curricular supports, the 
only emotional supports ELs had, according to Jenna, were any teachers or coaches or guidance 
counselors with whom the students felt comfortable. According to the participants, there was no 
designated ESL teacher in each school nor ESL facilitator at the district level, and the only 
information teachers were given regarding their ELs was a “heads up” from their principals that 
they would have an EL in class and that he or she would have an iPad to work with. All questions 
regarding how to deal with ELs would be answered by Internet research, as neither the 
administration of the schools nor the other teachers had any advice on how to proceed. The 
administration, according to the participants, was incapable of providing support as they lacked 
in-depth instructional knowledge of ELs and their needs (Oliva, et al., 2009). In short, the 
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participants perceived the district’s approach to tangible, informational, and emotional supports 
for ELs as completely ineffectual.  
Sociocultural Inequities for ELs and Their Effects on Quality of Education 
The fourth research question was, “What are the teachers’ perceptions, if any, of 
sociocultural inequities faced by ELs? And how, if any, do these sociocultural inequities affect 
the quality of education for ELs?” Every participant interviewed was a White female, meaning 
that their perceptions of sociocultural inequities would likely be influenced by their position of 
privilege and the culture in which they were raised (Sleeter, 2017).  
Holly 
Of all the participants, only Holly showed a heightened mindfulness of her privileged 
status as a White, middle class woman. However, her discussion of sociocultural inequities and 
their effects on education signified the Black/White dichotomy in Louisiana education rather 
than awareness of ELs. When asked specifically about sociocultural inequities for ELs, Holly 
began by describing how social and friendly her ELs are and how surprised she was by their 
integration in the community, then she diverted the conversation to focus on Black students. She 
was able to say “White” and “Hispanic” without hesitation, but when she said “Black,” she 
would lower her voice to a whisper. And many of her complaints regarding the English 
curriculum demonstrated a hyperawareness of potentially offensive content to Black students. 
Other than her concern at the use of the word “nigger” in To Kill a Mockingbird, Holly expressed 
anxiety at a Black student reading the word “monkey” in MacBeth as well as the use of the word 
“niggardly” in the same play. While Holly occasionally implied that sociocultural inequities 
existed for ELs, her actual discussion of inequities emphasized the Black/White balance. 
       
 
97 
Arlene, Jenna, Kristin, and Tanya 
The rest of the participants spoke from a perspective of “color blindness” in which they 
viewed themselves—the people of Woodland Parish—not so much as Black or White or 
Hispanic, but as a district of working class people set against the wealthier areas. According to 
these participants, race matters less than SES in their district. Jenna, Arlene, Kristin, and Tanya 
all viewed their ELs as the same as other students, and while this perspective demonstrated 
respect for students as individuals, it also denied their uniqueness in terms of race, culture, and 
position as language minorities. Whereas many schools in Louisiana White-wash their ELs in the 
pursuit of equality as defined by a 50/50 Black/White balance, Woodland Parish White-washed 
everyone into the same category as defined by socioeconomic status.  
Effect of Social Capital 
The only sociocultural inequity the participants acknowledged was the ELs’ social capital 
(Acar, 2011; Bourdieu, 1986; Coleman, 1986, 1988, 1990; Dika and Singh, 2002; Narayan & 
Cassidy, 2001; Putnam, 1993, 2000; Woolcock, 1998). The majority of ELs in these situationss 
were Hispanic students who had recently entered the United States and who were in the pre-
production or early production stages of language development. Based on the descriptions from 
the participants, these students’ social capital was practically non-existent. Some were children 
of migrant farmers, the very transient nature of their lifestyle making it difficult for them to 
become integrated members of the community. Although their socioeconomic status is shared by 
the working class and poverty-stricken people of Woodland Parish, many of the Hispanic 
students and their families were still treated with uncertainty due to their inability to speak 
English. A shared language, clearly, is a key component of social capital (Nawyn, Gjokaj, 
Agbenyiga, & Grace, 2012).  Tanya explained: 
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The other kids at first were a little wary of [the ELs], and they still don’t engage with 
them too much, but every once in a while the more outgoing kids will try to talk to them 
in Spanish because they learned something in their Spanish class. 
 
Most of the Hispanic students remained quiet, which prevented the other students from building 
trust or togetherness with them. While there was outreach on the part of the participants and their 
students to build relationships with the ELs, they often unintentionally neglected the ELs in 
social interaction or academic instruction. Two of the Hispanic students, however, had obtained 
social capital through other means. One of Holly’s ELs lived with an American family in the 
community, thus advancing his social capital through embeddedness, neighborhood connections, 
and trust. His constant interaction with an English-speaking family improved his language 
acquisition, helping him to become fluent and accepted in the community. Joshua, one of Jenna’s 
previous ELs, was a very intelligent boy who lived with his Spanish-speaking grandparents. He 
began as a “poor student” who was “less willing to be engaged or to study.” However, once he 
joined the school soccer team and started making friends, his academic performance improved 
dramatically. Although he remained a language minority and still spoke mostly Spanish, his 
social and cultural capital had increased through his improved everyday sociability and group 
membership in school athletics.  
The one Arabic-speaking student, Nabil, stood out in terms of his successful integration 
into his classes, which can be linked to his strong social capital in the school and community. 
Kristin described him as a joy to teach due to his eagerness to learn and ask questions, which was 
due partly to his strong command of the English language. His classmates accepted him as one of 
them because of his willingness to take part in politically incorrect joking about his own cultural 
origins. Kristin also described Nabil’s acceptance into the community beyond the classroom 
through his father’s gas station where students would “hang out and buy junk food.” Nabil’s 
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family’s embeddedness in the community marked them as members, allowing them to build 
neighborhood connections and meet the standards of trustworthiness. His everyday sociability 
endeared him to teachers and other students, which ultimately improved his academic 
environment and advanced his English language acquisition. 
Limitations and Implications for Future Research 
This research was limited to participants who were willing and able to be interviewed.  
The only participants who were available and were qualified for the study were White females, 
which limited the research to exclude the voice of an educator of color. However, this presented 
a truthful reflection of Woodland Parish, where the majority of educators were White females.  
Because this study examined specific teacher experiences in rural Louisiana, its findings 
were not intended to represent the practices of every teacher in Woodland Parish nor in the state 
of Louisiana. However, the findings do indicate a need for further research. Consistent with the 
pilot study, the participants in this study revealed their overall lack of preparation for ELs, their 
lack of support, and an emphasis on Black students during pre-service multiculturalism training. 
Further research should be conducted in suburban areas of Louisiana where the EL population is 
larger than Woodland Parish but not quite as extensive as Fleur-de-Lis Parish.   
The participants in this study demonstrated the progression of culturally responsive 
pedagogy training in the pre-service certification process. The veteran educators had no training 
in their initial studies, the educator with 10 years of experience had only one course, and the two 
novice educators described “adequate” training for multicultural awareness. Further research 
should examine the coursework of each of the teacher certification programs in Louisiana to 
determine what concepts of culturally responsive pedagogy are being addressed. Other research 
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could determine whether ESL will become part of the required coursework in Louisiana teacher 
programs rather than an add-on certification. 
Unlike Fleur-de-Lis Parish, which has ESL supports in the form of a self-contained ESL 
class, an ESL coordinator, and official ESL accommodations, Woodland Parish has no supports 
outside of the iPad. Despite this, the researcher noted a higher expression of confidence from the 
Woodland Parish participants. Although they admitted to feeling unprepared or lost when it came 
to ESL instruction, they chose to rely on best practices and their perspective that ELs were the 
same as everyone else. Further research should be conducted in both Fleur-de-Lis Parish and 
Woodland Parish to determine their success in teaching ELs and whether this confidence could 
be parlayed into success for their students. This can be accomplished by examining student 
scores from the English Language Proficiency Test (ELPT), which is now the standard ESL 
fluency test in the state of Louisiana.  
Conclusion 
The current body of ESL research has omitted the perspectives of educators in the state of 
Louisiana, where language-minority students have only recently become a significant student 
population, and where multicultural educational policy emphasizes the Black/White racial divide 
to the diminishment of other ethnicities and language minorities. This study fills this gap in ESL 
research by exploring the unique combination of factors that characterizes the culture and 
educational policy in a rural district in southeast Louisiana through the specific experiences of 
teachers of ELs. While the participants’ experiences were not meant to represent the perspectives 
of every educator in that district any of the many rural districts in Louisiana, the consistent 
replication of certain attitudes from these participants indicated a generalizable cultural trend in 
Woodland Parish.  
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In the process of examining the interviews, I discovered that these particular Louisiana 
educators were culturally distinct from many urban and suburban educators. This study was 
founded on the theory that not only are Louisiana teachers not prepared for ELs, but the history 
of race relations in this state is an influential factor in their lack of preparation. This prediction 
was correct to a certain extent—the participants felt they were unprepared for their ELs, and their 
exposure to multiculturalism and diversity training focused mainly on bridging the gap for Black 
students. However, their attitudes toward race and their ELs were not what I expected.  
Going into this study, I expected the participants to hold on to the racist beliefs of the 
past. I expected, at the very least, irritation toward ELs and perhaps a few diatribes against them. 
Woodland Parish is, after all, a previous capital of the Ku Klux Klan. What I found instead were 
teachers who empathized with their ELs and who viewed them as equals. I was even more 
surprised when the participants described their community as united by their SES, claiming that 
race was not a significant factor, especially to the youth. On the one hand, it is encouraging to 
see that progress has been made toward racial equity and respect in rural Louisiana. However, 
upon further consideration, it is clear that race is still an influential factor in ESL education. 
Woodland Parish, according to the participants, had become colorblind. They said race 
did not matter to teachers or students, and that everyone considered each other equally as 
members of the same SES. The people in this community shared the same values—agriculture 
and football—and the ELs were accepted among them because they, too, worked on community 
farms. While the sentiment behind these statements is well-meaning, it is ultimately a form of 
racism resulting from unacknowledged White privilege (Williams, 2011). To lump language 
minorities together with Black students, and Black students together with White students, and so 
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on, ad infinitum, is to erase their identity and deny the qualities which make them unique 
members of society.  
Holly, the only participant who was not born and raised in Woodland Parish, presented an 
interesting counter-position to the perspectives of the participants who were born in Woodland 
Parish and who perpetuated the general “political incorrectness” that is so ingrained in the 
district’s culture. Having grown up in a predominantly White suburban district, Holly’s 
pronounced awareness of her White privilege opposed the color-blindness of the other 
participants. She acknowledged the racial and linguistic differences between herself and her 
students, and in her classes she sought to bring awareness of multicultural points of view. The 
problem is that Holly’s attitude conflicts with the accepted culture of Woodland Parish. Her 
insistence on discussing cultural differences in the classroom placed her at odds with her 
students, who were accustomed to politically incorrect teasing and treating race as a joke. It is 
unclear how Holly’s students will react to her efforts.  
Indeed, race is a factor in Woodland Parish’s ESL education. Its education system is 
governed by well-intentioned White teachers who, in their efforts to make everyone equal, are 
actually creating an environment that ignores students’ needs. ELs, as both racial and language 
minorities, require culturally responsive pedagogy in addition to effective literacy practices in 
order to grow as learners and develop language fluency. And although a little progress has been 
made to recognize ELs and provide tools for them to succeed, Woodland Parish still has to 
overcome their social, cultural, and institutional barriers in order to establish quality education 
for their ESL population.   
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APPENDIX A. EL PERCENT GROWTH 
Growth Change in ELs in Louisiana Public School Districts 
Parish/School District 2006 2019 Growth Change 
Acadia Parish 0.42 0.65 0.23 
Allen Parish 0.12 0.28 0.16 
Ascension Parish 0.89 2.28 1.39 
Assumption Parish 0.97 1.42 0.45 
Avoyelles Parish 0.05 0.43 0.38 
Beauregard Parish 0.20 0.50 0.30 
Bienville Parish 0.48 0.69 0.21 
Bossier Parish 1.97 3.56 1.59 
Caddo Parish 0.70 1.30 0.60 
Calcasieu Parish 0.41 2.25 1.84 
Caldwell Parish 0.23 0.35 0.12 
Cameron Parish 0.00 0.81 0.81 
Catahoula Parish 0.00 0.00 0.00 
Claiborne Parish 0.40 0.12 -0.28 
Concordia Parish 0.28 0.63 0.35 
DeSoto Parish 0.72 0.90 0.18 
East Baton Rouge Parish 2.04 7.27 5.23 
East Carroll Parish 0.00 0.00 0.00 
East Feliciana Parish 0.00 0.16 0.16 
Evangeline Parish 0.05 0.22 0.17 
Franklin Parish 0.00 0.13 0.13 
Grant Parish 0.03 0.03 0.00 
Iberia Parish 0.41 2.44 2.03 
Iberville Parish 0.51 0.68 0.17 
Jackson Parish 0.00 0.39 0.39 
Jefferson Parish 8.08 15.38 7.30 
Jefferson Davis Parish 0.16 0.24 0.08 
Lafayette Parish 1.52 5.12 3.60 
Lafourche Parish 1.10 2.35 1.25 
LaSalle Parish 0.00 0.30 0.30 
Lincoln Parish 0.35 2.76 2.18 
Livingston Parish 0.51 2.69 2.18 
Madison Parish 0.00 0.16 0.16 
Morehouse Parish 0.41 0.53 0.12 
Natchitoches Parish 0.11 0.87 0.76 
Orleans Parish 4.91 5.33 0.42 
Ouachita Parish 0.49 1.34 0.85 
Plaquemines Parish 1.71 3.38 1.67 
Pointe Coupee Parish 0.00 1.38 1.38 
Rapides Parish 1.04 2.17 1.13 
(Growth Change in ELs in Louisiana Public School Districts Continued) 
Parish/School District 2006 2019 Growth Change 
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Red River Parish 0.00 0.14 0.14 
Richland Parish 0.03 0.14 0.11 
Sabine Parish 0.96 0.50 -0.46 
St. Bernard Parish 0.03 5.39 5.36 
St. Charles Parish 0.56 1.40 0.84 
St. Helena Parish 0.00 1.01 1.01 
St. James Parish 0.21 0.31 0.10 
St. John the Baptist Parish 0.81 2.54 1.73 
St. Landry Parish 0.32 1.18 0.86 
St. Martin Parish 1.03 1.48 0.45 
St. Mary Parish 2.05 5.78 3.73 
St. Tammany Parish 1.29 2.36 1.07 
Tangipahoa Parish 0.51 2.35 1.84 
Tensas Parish 1.39 0.22 -1.17 
Terrebonne Parish 1.42 3.63 2.21 
Union Parish 3.39 6.27 2.88 
Vermilion Parish 1.16 1.63 0.44 
Vernon Parish 0.13 0.91 0.78 
Washington Parish 0.04 1.02 0.98 
Webster Parish 0.00 0.92 0.92 
West Baton Rouge Parish 0.17 3.20 3.03 
West Carroll Parish 0.09 0.84 0.75 
West Feliciana Parish 0.26 0.35 0.09 
Winn Parish 0.00 0.18 0.18 
City of Monroe School District 0.39 0.81 0.42 
City of Bogalusa School District 1.21 1.77 0.56 
Zachary Community Schools 0.27 0.39 0.12 
City of Baker School District 0.00 0.45 0.45 
Central Community Schools N/A 3.03 3.03 
Note:  The table above lists each public school district in Louisiana, the percentage of ELs in 2008-2009 school year, 
the percentage of ELs in the 2018-2019 school year, and the growth change during this time. The table does not 
include data from charter schools or private schools. 
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APPENDIX C. PILOT STUDY DATA REDUCTION 
Pilot Case Study Data Reduction – Perspectives on Teaching English Learners 
Finding/Characteristic Rachel Elizabeth Melissa John Tom 
Certified ESL Yes No No No Yes 
Considers ESL training 
necessary Yes Yes Yes Yes Yes 
Feels pre-service ESL 
education was adequate No No No No Yes 
Feels in-service ESL 
education is adequate No No No No No 
Receives support from 
administration Yes No Yes No No 
Receives support from peers No Yes No Yes Yes 
Note:  The table above lists the findings from the semi-structured interviews of participants in the pilot study. These 
general characteristics are based on the overarching themes of the research questions. 
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APPENDIX D. PILOT STUDY CODING 
Pilot Case Study Coding  
Codes Categories Themes 
Inequality 
Problems for ELs 
 
 
Obstacles for ELs in academic 






Effects of sociocultural background 







Consequences of professional 












Teacher emotional responses to 























Note:  The table above lists the codes, categories, and themes from the semi-structured interviews of participants in 
the pilot study. 
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APPENDIX E. SEMI-STRUCTURED INTERVIEW QUESTIONS 
Research Area 1: ESL Teaching Experience  
Probe: Tell me about yourself as a teacher. 
Prompting concepts: Teaching philosophy, Philosophy of school/district, Student 
population, Administration, Class rules, Traditional vs Nontraditional, Classroom 
management   
 
Probe: What kinds of experiences have you had teaching English learners (ELs)?  
Prompting concepts: ELs’ backgrounds, Classroom practices, How to approach, Types 
of assignments for ELs, Adjusting teaching, Perceptions of the students, Attitudes toward 
immigrant parents, How ELs affect classroom setting or progress 
 
Research Area 2: Pre-service and In-service Training  
Probe: Tell me about your teacher training program and how ESL was addressed.  
Prompting concepts: Multiculturalism, ESL literacy practices, Practical applications, 
Theory, Differentiated instruction, Adapting instruction, Adapting assignments, 
Language minority awareness, Language in the content areas, ESL teaching strategies, 
Culturally supportive or relevant instruction 
 
Probe: What kind of ongoing training have you received regarding ESL?  
Prompting concepts: Topics or methods covered in trainings, Literacy practices, 
Practical applications, Multiculturalism, Language minority awareness, Differentiated 
instruction, Adapting instruction, Adapting assignments, Language in the content areas, 
ESL teaching strategies, Culturally supportive or relevant instruction 
 
Research Area 3: Self-Efficacy and ESL  
Probe: How confident are you in teaching ELs?  
Prompting concepts: Capability to adjust teaching, Teaching ELs to high levels, Making 
a difference in student lives, Culturally supportive or relevant instruction, Culturally 
supportive or relevant learning environment, High expectations, Scaffolding, Alternative 
assessments, Differentiated instruction, Adapting instruction, Adapting assignments, 
Language minority awareness, Language in the content areas, ESL teaching strategies 
 
Research Area 4: Supports for English Learners 
Probe: What kind of support do you receive for your ELs?  
Prompting concepts: Colleague or administrative support, Classroom tools, Informative 
discussions or emails, Classroom aides, ESL pull-out or class, ESL instructor 
 
Research Area 5: Race and Culture 
Probe: How would you describe the culture of this school, and how do the ELs fit in? 
Prompting concepts: Racial interaction, Socioeconomic status, What group/club 
receives most funding, Focus of faculty meetings, Quality of education for ELs as 
compared/contrasted with quality of education for native English speakers or racial 
groups 
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APPENDIX F. RESEARCH QUESTIONS AND DATA CORRELATION 
Correlation between Research Questions and Data Sources 
Research Question Data Correlation 
How do teachers perceive 
their pre-service and in-
service training for ELs? 
Interview prompt: Tell me about your 
teacher training program and how ESL 
was addressed. 
Specifically delves into pre-service ESL 
training. 
Interview prompt: What kind of ongoing 
training have you received regarding 
ESL? 
Specifically delves into in-service ESL 
training. 
Professional Development Agendas Demonstrate the lack of ESL training in the district 
How do the teachers 
perceive their ability to 
implement culturally 
responsive pedagogical 
practices for ELs? 
Interview prompt: Tell me about yourself 
as a teacher. 
Encourages participants to be self-
reflective during the interview. 
Interview prompt: How confident are you 
in teaching ELs? 
Delves into participants’ confidence/self-
efficacy regarding ESL pedagogical 
practices. 
Interview prompt: What kinds of 
experiences have you had teaching ELs? 
Encourages participants to consider the 
effect of their pedagogy on ELs. 
English Department grade-level 
curriculum outline 
Demonstrates the lack of culturally 
responsive literature in the district. 
Participant lesson plans 
Demonstrates the general lack of 
culturally responsive pedagogy or ESL 
literacy practices 
How do the teachers 
perceive the district’s 
approach to tangible, 
informational, and 
emotional supports for 
ELs? 
Interview prompt: What kind of support 
do you receive for your ELs?  
Sheds light on the support the district 
provides for ELs. 
Midterm exam 
Demonstrates the lack of academic 
scaffolding (informational support) for 
ELs  
iPad (picture of technology) Demonstrates the extent of tangible/informational support for ELs. 
What are the teachers’ 
perceptions, if any, of 
sociocultural inequities 
faced by ELs? And how, if 
any, do these sociocultural 
inequities affect the quality 
of education for ELs? 
Interview prompt: Tell me about yourself 
as a teacher. 
Encourages participants to explain their 
philosophy of teaching as related to the 
culture of the school. 
Interview prompt: What kinds of 
experiences have you had teaching ELs? 
Encourages participants to reflect upon 
their EL students’ role in the classroom 
and among their peers. 
Interview prompt: How would you 
describe the culture of this school, and 
how do the ELs fit in? 
Delves into the school’s culture, the 
district’s culture, and how the ELs take 
part in that culture. 
Note:  The table above explains the connection between the data sources and the research questions..  
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APPENDIX G. EMAIL COMMUNICATION 
 
Note:  All personally identifying information such as participants’ names and emails have been redacted for their 
protection. The email of the researcher has been redacted for privacy. 
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2018-2019 English Learners (EL) Accommodation Checklist 
 
Local Educational Agency (LEA): 
 
Student Information 
Last Name: First Name: 10 Digit LASID#:    DOB: Grade: 
School: EL Teacher: First/Native Language: 
 
Statewide Assessment and Subject(s) to be Administered 
LEAP 2025:  □ ELA   □ Math   □ Social Studies   □ Science 
LEAP 2025/EOC:  □ Eng I   □ Eng II   □ Eng III   □ Alg I   □ Geometry   □ Biology   □ US History    
 
Directions 
1. To be completed by ELL Committee (please refer to the LEAP 2025 Accommodation and Accessibility Manual for guidance) 
   2. Testing accommodations are only allowed on statewide assessments if used routinely in the classroom 
   3. Accommodations should be coded in the EL Test Accommodation field for statewide assessments 
4. Accommodations will be communicated to all teachers for classroom implementation 
5. Submit completed form to the School and District Test Coordinators 
 
Accommodations and Modifications for Instruction and Assessments for both Classroom & Statewide Assessments 
Classroom Accommodations and Modifications Statewide Testing Accommodations and 
Modifications 
□ Bilingual dictionary/electronic translator 
allowed at all times 
□ Audio textbooks/novels □ Math assessment in Spanish 
□ Compositions and written assignments 
accepted in native language 
□ Provision of English/Native 
Language Word-to-Word Dictionary 
□ Extended time  
□ Cooperative learning/peer assistance □ Reduced paper/pencil tasks □ Directions in native language 
□ Extended time for tests and assignments □ Repeated directions □ Provision of word-to-word dictionary    
(no definitions) 
□ Increased hands-on activities □ Shortened, modified, fewer, or 
taped assignments 
□ Test administered by EL teacher or individual 
providing language services 
□ Modified/shortened tests □ Directions in native language □ Tests read aloud on Math, Science, and 
Social Studies 
□ Peer assistance for note taking □ Native language reading material 
sometimes allowed 
□ None □ Photocopied notes/study guide □ Math assessment in Spanish 
□ Spelling deductions discounted □ Tests read aloud on Math, Science, 
and Social Studies 
 
Accessibility Features Available to All Students 
□ Individual Testing   □ Small Group Testing   □ Math Read Aloud   □ Read Aloud to Self   □ Specialized Furniture/Equipment   
 
Unique Accommodation 
If the student requires an accommodation that is not listed as an option above and does not change the construct being 
measured by a test, and has a current IEP or IAP, the school may request approval for the use of the accommodation on statewide 
testing by submitting the Unique Accommodation Request Form. 
   □ The student has a documented unique accommodation used only in the classroom. 
   □ The unique accommodation is approved by LDOE for state testing and is routinely used in the classroom. 
   □ The Unique Accommodation Request is attached. 
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APPENDIX I. INSTITUTIONAL REVIEW BOARD APPROVAL 
 
Note:  This copy of the Institutional Review Board approval is the most recent modification. The original approval 
dates to April 2018. 
 
 




TO:  Danielle Butcher 
  Curriculum and Instruction 
 
FROM: Dennis Landin 
            Chair, Institutional Review Board  
 
DATE: November 1, 2019       
 
RE: IRB# E10839 
  
TITLE: Unprepared to be Culturally Responsive: A Multiple-Case Study of Secondary ESL Educators in 
Rural Louisiana 
 
New Protocol/Modification/Continuation:  Modification 
 
Brief Modification Description: Title change 
 
Review date:  11/1/2019 
 
Approved        X           Disapproved __________ 
 
Approval Date:  11/1/2019  Approval Expiration Date:  1/22/2021 
 
LSU Proposal Number (if applicable):  
 
 
By: Dennis Landin, Chairman       
 
      
PRINCIPAL INVESTIGATOR: PLEASE READ THE FOLLOWING –  
Continuing approval is CONDITIONAL on: 
 
1. Adherence to the approved protocol, familiarity with, and adherence to the ethical standards of the Belmont Report, 
and LSU's Assurance of Compliance with DHHS regulations for the protection of human subjects* 
2. Prior approval of a change in protocol, including revision of the consent documents or an increase in the number of 
subjects over that approved. 
3. Obtaining renewed approval (or submittal of a termination report), prior to the approval expiration date, upon   request 
by the IRB office (irrespective of when the project actually begins); notification of project termination.  
4. Retention of documentation of informed consent and study records for at least 3 years after the study ends. 
5. Continuing attention to the physical and psychological well-being and informed consent of the individual participants 
including notification of new information that might affect consent. 
6. A prompt report to the IRB of any adverse event affecting a participant potentially arising from the study.  
7. Notification of the IRB of a serious compliance failure. 
8. SPECIAL NOTE: Make sure you use bcc when emailing more than one recipient.  Approvals will 
automatically be closed by the IRB on the expiration date unless the PI requests a continuation.  
 
    *All investigators and support staff have access to copies of the Belmont Report, LSU's Assurance with DHHS, 
DHHS (45 CFR 46) and FDA regulations governing use of human subjects, and other relevant documents in print in 
this office or on our World Wide Web site at http://www.lsu.edu/irb  
Institutional Review Board 
Dr. Dennis Landin, Chair 
130 David Boyd Hall 
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APPENDIX J. WOODLAND PARISH THEMATIC DATA REDUCTION 
Data Reduction 
Finding/Characteristic Jenna Arlene Holly Kristin Tanya 
Theme 1: Lack of ESL Training      
Received ESL-specific training No No No* No No 
Received pre-service diversity training Yes No Yes Yes No 
Received diversity training PD No No No No Yes 
Uses social media for self-training No No Yes Yes No 
Feels ESL training is necessary Yes No Yes Yes Yes 
Interested in future ESL training Yes No Yes Yes Yes 
Theme 2: “Best Practices” Instruction      
Believes general “best practices” work for ELs Yes Yes Yes Yes Yes 
Feels ESL methods are needed to be effective Yes No Yes Yes Yes 
Uses traditional, teacher-centered methods Yes Yes Yes No No 
Uses student-centered methods Yes No Yes Yes Yes 
Uses general literacy strategies with ELs Yes Yes Yes Yes Yes 
Frequently uses collaborative learning No No No Yes Yes 
Allows use of iPad and Google Translate Yes No Yes Yes Yes 
Modifies learning per ESL accommodations  No No No Yes** Yes** 
Will adjust teaching/work for ELs in the future Yes No Yes Yes Yes 
Views ESL as immediate priority No No Yes No Yes 
Feels she has high expectations for ELs No Yes No No Yes 
Note: *Holly did not receive ESL-specific training, but she did encounter an EL during one of her pre-service 
observations. **Kristin and Tanya were not familiar with the ESL accommodations form, but had incorporated 
accommodations in their lessons coincidentally. 
 
  
       
 
131 
(Data Reduction Continued) 
Finding/Characteristic Jenna Arlene Holly Kristin Tanya 
Theme 3: Cultural Integration      
Racism against ELs is an issue No No No No No 
SES most important factor Yes Yes N/A* Yes Yes 
View ELs as the same as other students Yes Yes No Yes Yes 
Students reached out socially to ELs Yes Yes Yes Yes Yes 
Students are politically incorrect in general Yes Yes Yes Yes No 
Students are politically incorrect toward ELs Yes No Yes Yes No 
Participant reached out to ELs to help Yes No Yes No Yes 
Theme 4: Struggles and Supports      
Support – iPad and Google Translate Yes No Yes Yes Yes 
Struggle – Need classroom tools for ESL Yes No Yes Yes No 
Struggle – Other students distract from ELs Yes Yes Yes Yes No 
Struggle – Standardized tests distract from ELs Yes Yes Yes Yes No 
Struggle – Principals gave wrong info on ELs Yes No No No No 
Struggle – Don’t know what to do (no confidence) Yes No Yes Yes No 
Struggle – Curriculum/tests not made for ELs Yes No Yes Yes Yes 
Theme 5: Tough Love and Pragmatism      
Respect for ELs’ hard work, behavior, quietness Yes Yes Yes Yes Yes 
ELs have same potential as everyone else Yes Yes Yes Yes Yes 
Tough love approach Yes Yes No Yes No 
Other students/issues take priority Yes Yes Yes Yes No 
Note: *Holly did not have an opinion regarding SES 
 




Danielle M. Butcher is a born-and-bred Yat from southeast Louisiana. She is married to 
her high school sweetheart and is the mother of two of the best children that ever existed. 
Together, they adopt rescue dogs and travel the U.S. in search of adventure.  
Butcher graduated from Southeastern Louisiana University with a B.A. in English 
Education and an M.A. in English before beginning her teaching career. After several years of 
inspiring students with her renditions of Greek mythology, Beowulf, and A Streetcar Named 
Desire, she decided that sleep was overrated. So in addition to raising two small children while 
being a full-time teacher, she pursued a Ph.D. in Curriculum and Instruction through Louisiana 
State University. During that time, she also earned Reading Specialist and ESL certifications as 
well as an Ed.S. degree. Someday she will learn how to cook. 
 
